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ABSTRACT 

Given the impending shortage of prospective college 
faculty that will exist by the year 2000, the topics of faculty job 
satisfaction, recruitment, and retention must be given priority 
attention. Moreover, the faculty of the future must reflect the 
diversity of the population to be served; consequently, immediate 
actions must be taken to ensure that faculty positions are made 
attractive to women and minorities alike. Numerous internal stressors 
uniquely affecting women and minorities must be recognized and dealt 
with to enhance job satisfaction and create a better fit between the 
faculty role and the person involved. It has been shown that women 
faculty members are less statisfied with their positions than their 
male counterparts because they are often forced to sacrifice more in 
terms of their personal lives in order to meet the demands of their 
jobs, as well as their families. As for minority faculty members, 
they generally find themselves less likely to be tenured compared to 
whites, are often concerned about lower salaries, feel isolated and 
less supported, and often encounter prejudice and racism. Leaders and 
faculty in higher education must implement a variety of recruiting 
and retention strategies if a faculty representing a diverse culture 
is to become a reality. Actions include: (1) recruiting women and 
minorities into undergraduate and graduate programs in sufficient 
numbers to fill the pool for faculty positions; (2) attracting women 
into disciplines where they are currently underrepresented; and (3) 
using incentives for departments to diversify. Contains an index and 
over 200 references. (GLR) 
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EXECUTIVE SUMMARY 



Until relatively recently, most research about job satisfaaion 
was completed in the industrial seaor, with attempts often 
made to adapt findings to higher education. Given the im- 
pending shortage of prospective faculty to fill the numerous 
vacancies that will exist by 2000, the topics of job satisfaaion 
for faculty, recruitment, and retention must be given priority 
attention. Further, the faculty of the future must reflea the 
diversity of the population to be served by colleges and uni- 
versities; consequently, immediate actions must be taken to 
ensure that the feculiy position is attraaive to women and 
minorities alike. 

Who Will Fill Future Faculty Positions in 
Colleges and Universities? 

Beginning in 2000 and continuing for several decades, a 
serious shortage will exist of persons to fill vacant faculty posi- 
tions, with women and minorities clearly underrepresented 
in a variety of disciplines. Only a few minorities are now in 
the academic pipeline, and women and minorities who com- 
plete the doctorate often choose other occupations because 
they do not view the faculty position as a viable career choice. 
Clearly, salaries lag behind those offered by other professions, 
the faculty^ position does not command the revered status 
it once did, and many current faculty are dissatisfied with 
their choice of career. Unquestionably, such problems will 
dramatically affect the ability of colleges and universities to 
attract, nurture, develop, and retain women and minority 
faculty Oones and Nowotny 1990). Consequently, institutional 
officials and cunent faculty in higher education must rec- 
ognize the faaoi*s that lead to job dissatisfaction among faculty 
and eliminate them; conversely, they must recognize the fac 
tors that increase job satisfaaion and enhance them. 

What Are Some of the Stressors that Affect Women 
And Minority Faculty Members? 

Internal stressors on faculty include achievement and recog- 
nition for achievement, autonomy, growth and development, 
the quality of students, the reputation of the institution and 
one's colleagues, responsibility, the interaction betvs^een stu- 
dents and teachers and its efFea on students' learning, and 
the work itself. Faaors in the workplace that prevent job dis- 
satisfaaion describe relationships to the context or environ- 
ment in which individuals work, representing such vari- 
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ables as interpersonal relationships, saIar>^ tenure, policies 
and administration, rank, supervision, working condiMons, 
the "fit" between the faculty role and the person involved, 
and collective bargaining. Life-style stressors usually have 
a more dramatic efFea on women than men because of socie- 
tal norms about the priority women should place on their 
families. The list of life-style stressors is enorm ^us but 
includes such items as child care, elder care, and physical 
as well as mental health; in addition, demands from the family 
and household, such as manriage and children, dual-career/ 
commuting marriages, and domestic responsibilities, dra- 
matically affect the satisfaaion and productivity of women 
faculty. 

Are Women Disgruntled with Their Faculty Positions? 

Women faculty members are less satisfied with their positions 
than vheir male counterparts. Today, women represent a small 
percentage of the faculty cohort, make lower salaries than 
their male colleagues, are found in the lower professorial 
ranks, are often employed in part-time rather than full-time 
positions, represent disciplines typically reserved foi* females, 
work in less prestigious institutions, feel that their supervisors 
do not value their input, and are not tenured. 

It also appears tiiat women enjoy and engage in teaching 
more often than research; interestingly, wom-n must handle 
heavier teaching loads, a limitless number of student advisees, 
and more than their fair share of committee assignments while 
trying to carve out sufficient time for research and writing. 
In addition, women faculty have to prove themselves over 
and over again before they can be accepted by their col- 
leagues and achieve recognition. 

In addition to these issues, women are bombarded with 
life-style stressors that add unnecessary restrictions to their 
ability to achieve success in academe. In most instances, a 
woman faculty member gives up her own personal time to 
handle the demands associated with being a mother, wife, 
domestic servant, care giver for elderly parents, friend, col- 
league, author, invited speaker, researcher, teacher, committee 
member, and so on (Aisenberg and Harrington 1988). In 
effect, when a woman accepts a faculty position, she is really 
accepting a second or third job! 

Clearly, if more women faculty are to be attracted to higher 
educ^ation and those who are currently employed are to 



remain, something must be done to enhance job satisfaction. 
Moreover, support services must be in place to help women 
balance the often conflicting demands of work and life. Unless 
changes are made in the way faculty work is completed, in 
the rewards associated with the professoriat, and in the way 
institutions help people deal with personal obstacles, women 
facult\' could indeed become an endangered species in most 
disciplines. 

The problem is mare significant than simply bringing more 
women into the university. If we can solve the conflict 
betiveen work and family eiferyone will benefit and it is 
likely that more women will enter and stay in academe 
The well-being of the university depends on its ability to 
recruit and retain a talented professorate. Our national 
well-being depends on our ability to develop a happy, emo- 
tionally healthy, and productive next generation (Hensel 
1991, p- 79). * 

How Satisfied Are Minority Faculty with 
Their Faculty Positions? 

When minority faculty are employed in institutions of higher 
education, some things are certain. When compared to their 
white counterparts, they are less likely to be tenured, are con- 
centrated in the lower academic ranks, are often concerned 
about low salaries, feel isolated and unsupported at work, 
and often encounter prejudice, discrimination, and a con- 
tinuing climate of racism. They are also often overburdened 
with student advising and counseling and institutional or com- 
munity' ser\ice. Unquestionably, these problems must be 
addressed if the number of minority faculty^ on college and 
university campuses is to increase (Silver, Dennis, and 
Spikes 1988). 

Can Anything Be Done to Increase 

Job Satisfaction, Recruitment, and Retention of 

Women and Minority Faculty? 

Leaders and faculty in higher education must implement a 
variety of recruiting and retention strategies if a faculty repre- 
senting a diverse culture is to become a reality. Conventional 
(c)i iraditional) approaches must be combined with fresh, 
extraordinary^ strategies, and long-term and short-term plans 
are necessary. Planning must begin with the enrollment of 
minorities into undergraduate and graduate programs in 
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decent numbers so they can eventually enter the pool for 
faculty positions; women must be attraaed into disciplines 
where they are currently underrepresented. Institutions must 
include incentives for departments to diversify (for example, 
positions restriaed to minority and women candidates, money 
to provide competitive salaries, and overt rewards for suc- 
cess). A variety of institutions have successfully used the fol- 
lowing strategies (Green 1989; Justus, Freitag, and Parker 
1987; Washington and Harvey 1989): 

• Summer projects that provide an opportunity for under- 
represented students to participate in faculty research 
projects; 

• Guarantees of financial support (scholarships, assistant- 
ships, and fellowships) as well as guarantees of employ- 
ment after completion of the doaorate to women and 
minorities who agree to enter the faculty; 

• "Growing your own" minority and women faculty; 

• The "two-for-one" approach, in which an additional posi- 
tion in a department or division is approved when a 
minority candidate is involved; 

• Faculty exchange programs with historically black, His- 
panic, and women's institutions; 

• Research jobs or part-time teaching positions nnd post- 
doaoral fellowships; 

• Employing women and minorities who have completed 
all requirements for the doctorate except the dissertation, 
with follow-up faculty de\'elopment programs that permit 
them to complete their degrees while working as a fac- 
ulty member; 

• Exploration of untapped markets like business and indus- 
try and part-time faculty employees to reach individuals 
who might view the faculty position as a viable career 
option; 

• Improved networking and opportunities for professional 
development, such as centers for minority and women 
faculty, research funds, early and honest communication 
about institutional and departmental standards for pro- 
motion and tenure, early sabbaticals, and release time 
for research; and 

• General institutional support in the form of employment 
assistance for spouses or partners, salary differentials, 
and child care. 
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Clearly, the way colleges and universities recruit, retain, 
and reward women and minority faculty must radically and 
immediately change. Only then will the talents of women 
and minority faculty* be unleashed, and only then will higher 
education be appropriately equipped to respond to the needs 
of a constantly changing society. 
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FOREWORD 



Research on whv people enjoy their work has identified four 
major areas that produce satis'faction. First and most important 
is that people feel appreciated for their efforts. Second is their 
perception that their efforts have a significant impact. Third 
is working or living in an environmentally pleasing or aes- 
thetic location. And fourth is the equity in the remuneration 
for their w(xk. The degree that a person is satisfied with each 
area is quite idios^Ticratic. What does not var\' is an individ- 
ual's need to have an overall sense of well-being when all 
four areas are taken as a whole. This sense of satisfaction is 
especially critical for higher education for tw^o reasons: qualit\' 
of work and developing future faculty-. 

Most satisfied workers perform at their maximum capacity- 
for the good of the organization; most dissatisfied workers 
seek to increase their satisfaction by working for their owni 
advantage. In a highly structured and supep/ised work area, 
either condition could only slightly affect the quality of per 
formance. But in higher education, where faculty have con 
siderable discretion over how they spend their time, job dis 
satisfaction can result in an enormous decrease in quality. 
For example, the normative behavior dictated by the concept 
of academic freedom can result in a ver\' positive sense of 
professionalism in some and a feeling of abandonment and 
lack of appreciation in others. Tlie balance bet^^'een allowing 
freedom to create knowledge and providing enough attention 
to provide appreciation takes conscicuis effort if it is to be 
effecti\*e. 

Satisfaction for facult>- is also ver\- important in infiuencing 
the qualitv of future faculty. Using the system approach exem- 
plified in Peter Senge's The Fifth Discipline: The Art and Prac 
tice of the Learning Oi-ganization ( New York: Doubleday , 
1990), this infiucncc can be displayed as follows: 
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The quality of faculty is determined initially by the quality 
of people hired. Their performance is then influenced by 
articulated expectations and by what is observ^ed as the pat- 
terns of success. As the faculty member continues to work, 
the fluctuating feeling of satisfaction and dissatisfaction influ- 
ences morale and the quality of faculty s work. Interconnected 
w^ith this process are the graduate schools, which first deter- 
mine their standards by the ability of the faculty to attract qual- 
ity students. Through experience in graduate education, these 
students then develop expectations about their future careers. 
If faculty who experience high job satisfaaion are their men- 
tors, they are then more likely to choose the academic pro- 
fession as a career. If faculty morale is low, then students are 
likely to choose another area for a career. 

Consideration of factors that influence job satisfaction is 
important not only for the overall quality' of the faculty^ but 
also in consideration of distinctive faculty' groups, such as 
women and minorities. If higher education is serious about 
attracting and retaining women and minorities in the faculty, 
then what creates satisfaaion or dissatisfaction for these indi- 
viduals must be specifically considered. 

Martha Wingard Tack, professor and head of the Department 
of Leadership and Counseling at Eastern Michigan University, 
and Carol Logan Patitu, executive assistant to the vice pres- 
ident for student affairs at Miami University (Ohio) first exam- 
ine the concepts of faculty job satisfaction and then look spe- 
cifically at issues and strategies that relate to recruiting and 
retaining women and minority faculty. 

Developing and maintaining a high-quality' faculty does 
not happen by accident. It takes leadership sensitive to the 
issues that help to create optimal working conditions. Higher 
education can no longer afford the employment practice of 
benign neglea so often used on faculty, who are primarily 
tenured full professors. Knowing what conditions influence 
job satisfaction for faculty^ generally and for women and 
minorities specifically will contribute significantly to devel- 
oping a faculty of excellence. 

Jonathan D. Fife 

Series Editor, Professor of Higher Education 
Administration, and Direaor, ERIC 
Clearinghouse on Higher Education, 
Tlie George Washington University 
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THE FACULTY IN HIGHER EDUCATIO N; An Overview 

In the next tv^'o decades, the composition and availability of 
faculty- for higher education institutions will change dra- 
matically, changes that portend oignificant challenges for the 
academy. Severe shortages of qualified facult>^ in nearly all 
disciplines (with a shortage of crisis proportions for minority' 
and women faculty') will mandate improved working con- 
ditions as a means of enhancing job satisfaction, an upgraded 
image of the facult\^ position, and an increase in the x-alue 
of compensation packages. In addition, unnecessarily complex 
'life style stressors" that faculty must deal with should be 
eliminated to encourage minorities and women to pursue 
a career in the professoriat. Higher education officials will 
soon ha\'C to deal with some significant chaiiges: 



1 . The supply of imtmctional personnel Jroyn which to select 
the thousands of new full-tune faculty members required in 
the future will be inadequate Tlie scenario for the future 
seems bleak (American AsscxMation of University 1992): 
''Compared to other occupations chosen by college graduates, 
university* and college teaching is slightly less attractive than 
it was in the early 1970s" (p, 9), and "American altitudes 
toward higher education seem so negative today that still 
more of the retirees of the 1990s will not be replaced— and 
those who continue teaching will not see the boom in salaries 
that they might have expected'' (p, 9). Nearly 340,000 faculty 
members have to be hired to replace those who will retire 
by 2004, making "the marketplace of academe, relati\'ely stag- 
nant for'nearl>' two decades destined to vibrate with activ- 
ity ' (Schuster 1990. p. 35). In California alone, it is anticipated 
that by 2000 nearly two-thirds of the current faculty in public 
postsecondarv- institutions (approximately 24,000 positions) 
will need to be replaced because of retirement. 

In addition to the problems asstxnated with the faculty in 
general, a major dilemma will exist in terms of locating and 
hiring qualified minorities and women faculty members, indi- 
viduals who are essential to higher education, especially if 
it is to reflect and respond to the society it ser\'es. It is clear 
that ''while some progress has been made, a truly heteroge 
neous faculty has not yet been realized" {Jacobs 1990, p. 47). 

MincM-it\' groups constitute about 20 to 25 percent of the 
U.S. population, but they cx'cupy only 8 to 10 percent of the 
tacult\- positions in higher education (Bowen and Schuster 
1986). E\'en this percentage is somewhat skewed because of 
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the hea\7 participation of Asians, who represented 21,000 of 
the 489,000 full-time, regular instructional faculty in institu- 
tions of higher education (or 4.3 percent of the faculty cohort) 
during academic year 1987-88 (U.S. Dept. of Education 1991). 
"Nonwhite women wei e represented by the same number 
in 1984 as in 1975 (7 percent), and the percentage of non- 
white men went from 5.7 percent in 1974 to 7 percent in 
1984" Qacobs 1990, p. 47). In addition, the presence of Native 
American and Hispanic faculty is minimal at best, even in geo- 
graphical areas where they account for a major portion of the 
population. Clearly, improvement is required if the academy 
is to create an ethnically diverse faculty. 

"Women, who constituted 22.3 percent of full-time instruc- 
tional faculty in 1972-73, constituted only 23 percent in 1985- 
86, after 15 years of concerted effort to increase the propor- 
tion of female faculty members" Qacobs 1990, p. 47). More- 
over, these women are typically clustered in traditionally fem- 
inine disciplines and in nontenured instruaor/assistant 
professor positions, and they are employed primarily at two- 
year colleges. 

The problems of representation by minorities on faculties 
in postsecondary institutions are further exacerbated by the 
facts that only a few minorities are currently in the educational 
pipeline and that it takes approximately 10.5 years from 
receipt of a baccalaureate to complete a doctorate. "There 
is virtually no way that adequate numbers of suitably qualified 
prospective faculty members will be available [before the end 
of the 1990s]" (Schuster 1990, p. 37). Unquestionably, the 
competition for the few minorities who hold terminal degrees 
will be fierce in all fields, including business and industry, 
and it is likely that institutional and corporate raiding will 
become an accepted way of doing business as all colleges 
and universities feel the mounting pressure to hire role mod- 
els for minority' students. 



2. Facidty> salaries will become ei^en more central in attract- 
ing young men and women into the professoriat and will 
without a doubt significantly affect their job satisfaction. "The 
most satisfied faculty members are paid about $6,000 more 
than the average . . . and earn at least $2,800 more than the 
median salary for .-^11 faculty members" (Carnegie Foundation 
1986, pp. 32-33). 
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Most people enter the faculty' ranks for reasons other than 
economic ones. 

To faculty members, the intrinsic rewards oj academic 
life— mi salaries—have always been the most importafit 
Lssue. But faculty^ members do not view compensation as 
unimportant. And compensation for the professoriate, 
expressed in terms of real earnings adjusted for inflation, 
has dropped sharply— by^ about 15 percent since 1970 
(Schuster 1986, p. 278). 

Average academic-vear salaries for full-time faculty^ increased 
significantly from 1965-66 ($9,816) to 1987^88 ($37,000) 
(Andersen, Carter, and Malizio 1989), but tacult>' salaries con- 
tinue to lag behind salaries in other sectors of society like 
business and industiy. The decline in real income also poses 
another issue, as "the cumulative loss in real earnings for fac- 
ulty since the early 1970s appear:, to be greater than that for 
any other major, nonagricultural cx:cupation" (Schuster 1990, 
p. 34 ). L;nfortunately: 

Between academic yean 1990-91 and 1991-92, the aver- 
age sala?y of faculty in the United States rose by J. 5 percent 
. . . the smallest nominal increase in over 20 years . . . The 
two-year period 1989-90 to 1991-92 shoived the slowest 
real growth in academic salaries since the early 1980s 
(American Association of University- 1992, p. ^). 

3. During the past four years, several national studies on 
college and university faculty^ have tended to describe thefac 
u/ty as a group who, ''despite stress and demoralization, have 
managed on the whole to remain committed, dedicated, 
resourceful and m^/toz/" (Schuster 1986, p. 282; see also 
Bowen and Schuster 1986; Carnegie Foundation 1989; U.S. 
Dept. of Education 1990). \v\ fact, an analysis of faculty per- 
ceptions revealed "an overall positive attitude about the pro- 
fession itself (Carnegie Foundation 1989, p. 69). and 86 per 
cent of the faculty in one sur\-ey reported they were "verv " 
cjr at least "somewhat" satisfied with their job overall (L'.S. 
Dept. of iiducation 1990). 

Like so many other topics in postsecondary education, con 
flicling opinions exist about the status and morale of the fac 
ulty in higher education. Based on the evidence available. 
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howe\'er, it is probably safe to sa>' that, even though the sit- 
uation has impro\'ed somewhat over the past few years, "the 
status of faculty members has declined" (Schuster 1990, p. 
34) and "faculrv- morale is low, a condition exacerbated by 
rapidly shifting values that are contributing to discord and 
frustration on many campuses" (Schuster 1986, pp. 277-78). 

Regardless of positive indicators about the profession itself, 
based on information collected by the National Center for 
Education Statistics (NCES) in cooperation with SRI Interna- 
tional and the Center for the Study of Higher Education at 
Pennsv'Ivania State University, "sizable portions of faculty 
members indicated that they would consider leaving their 
institutions, and higher education altogether, if the right 
opportunity' appeared . . . [, revealing] an undercurrent of 
dissatisfaction with prevailing conditions in academe" (Schus- 
ter 1990, p. 37). Tliirt)'-one percent of the individuals involved 
in one sur\'ey indicated that they might leave the profession 
within the next five years, a disturbing thought when coupled 
with the predicted shortages of qualified new faculty (Car- 
negie Foundation 1989). In addition, while about three- 
fourths of the faculty disagreed with the statement, "I often 
wish I had entered another profession," slightly more than 
one- fourth of the respondents were not so optimistic; more- 
over, 15 percent said, "I would not become a college teacher 
if I had it to do o\'er again." Many faculty- are dissatisfied with 
their positions for a \ariety of re^isons: poor working condi- 
tions, a perception that their workload has increased over the 
years, demands to publish or perish. lack of rewards, and geo- 
graphic immobility, among others. 

Furthermore, "college administrators have tended to under- 
estimate the divisiveness and bitterness that the shifting \'alues 
on campuses have engendered" (Schuster 1986, p. 281). For 
example, \'alues ha\'e shifted from undergraduate to graduate 
teaching, and greater value is often asscxMated with research 
and scholarship than with teaching or ser\'ice. Tlie perceived 
diminution of the faculty role in go\'emance over several years 
"is in some cases a source of resigned disappointment, in 
others a cause of serious faculty discontent, and in all a source 
of poor morale^^ (Bowen and Schuster 1986, p. 128). "As a 
consequence . . . , faculty morale, by most accounts, has been 
unc\'en, dropping to very low lex els on many campuses" 
(Schuster 1990, p. 34). 



4. University officials will be called upon to provide both 
personal attention to and professional development for two 
diverse age groups of faculty: a large group of young and 
inexperienced junior faculty members and a significant cadre 
of sefiior faculty approaching retirement age. Given that the 
needs of these two groups of faculty differ significantly, sup- 
port systems and training programs will ha\'e to be developed 
that respond creatively to the issues associated with dramatic 
differences in age, maturit>^ and employment experience. 
Moreover, the removal of a mandatory retirement age and 
the existence of tenure as a component of job securit)' sup- 
port the indefinite involvement in college and universir/ 
life of senior facult>\ whose o\'erall compensation packages 
are costly. 

Certainly, college and university officials must consider the 
role that job satisfaction plays in the abilit>' of an institution 
to attract, nurture, develop, and retain a top-qualit>' facult>' 
that is diverse in gender, race, age, socioeconomic level, and 
so on. >X^ien people are disenchanted with their work, high 
absenteeism and low productivity' usually result. Unquestion- 
ably, then, it is time to look at the work the faculty perform 
and the environment in which the work is completed, with 
an eye tcward identifying the factors that enhance satisfaction 
and eliminating the stimuli that create dissatisfaction. Uni- 
versity and college officials must deal with issues that create 
job dissatisfaction as a means of retaining minority and 
women faculty^ who have become discontent with their posi- 
tions. Moreover, intense efforts must be made to recaiit 
talented individuals who otherv^'ise would not he attracted 
to faculty positions. 

While the research literature is relatively silent when it 
comes to faculty job satisfaction, existing "to the point of pau- 
city" (Winkler 1982, p. 16), a wealth of information exists on 
the topic of job satisfaction in general, with most of the 
research having been completed in the U.S. industrial sector. 
For example, 2,174 articles on job satisfaction were indexed 
in the Educational Resources Information Center (ERIC) and 
3,020 in the Psycinfo systems from 1970 to July 1992 (another 
4,000 had been written before then [U^ke 1969] ). While it 
is possible that some articles were listed in both ERIC and 
Psycinfo, it is clear that the topic is of interest to researchers 
and writers alike. In addition to these articles, 4,096 other doc- 
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uments on job satisfaction (papers presented at meetings, 
evaluative reports, and course s>'llabi as well as other instruc- 
tional materials) were prepared during this 22-year time 
frame. Of the 5,194 articles in the ERIC and Psycinfo s>'Stems 
published betw^een 1970 and July 1992, however, only 300 
were related to job satisfaction of faculty in higher education, 
and only 414 of the other documents on job satisfaction devel- 
oped during the same 22-year period were related to faculty' 
job satisfaction. *Terhaps this area has not received attention 
because a high level of job satisfaction generally has been 
presumed to exist in a university' setting" (Pearson and Seiler 
1983, p. 36). "Current conditions, however, indicate that the 
time for a closer look at this aspect of academic life may be 
in order" (p. 46). 

To understand the concept of job satisfaction as it relates 
to college and uni\'ersit)^ professors, an elementary under- 
standing of job satisfaction theory must exist. In that regard, 
"no single theory seems to give a satisfaaory explanation" 
of job satisfaction (Ben-Porat 1981, p. 532), but traditional 
views on the topic indicate that satisfaction and dissatisfaction 
are simple opposites. In contrast, the most widely cited and 
accepted theors' for explaining job satisfaction in the industrial 
sector is Herzberg's theor\' of job satisfaction (Herzberg 
1966).^ Regardless: 

Most professors regard their work not as a job that can be 
separated from their other responsibilities and interests but 
rather as a central thread woven through all aspects of their 
lives, blurring the boundary between the personal and the 
professional {Kusim and Pilat 1990, p. 38). 

Nevertheless, personnel in higher education must be aware 
of the factors leading to job dissatisfaction among faculty' and 
then try to eliminate them, as well as enhance the factors that 
moti\'ate faculty to work at peak levels of effectiveness and 
efficiency. "In the long run, nothing is more central to the 
quality' of higher education than working conditions that make 
teaching and research on our campuses a more satisfying 



1. This ihcor>', knoun more formally iis the Moiiv'aior Hygienc Tlieor>', Her?, 
berg s TV^'o Factor Theory, or the TV^'O Factor or Dual Factor Theory of Job 
Satisfaction, is discussed fully in Herzberg 1966, Her/.bcrg et al 195". and 
Herzberg. Mausner, and Snyderman 19S9. 
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career" (Carnegie Foundation 1986, p. 34). Therefore, leaders 
in higher education must be willing to provide working con 
ditions that are satisfying as well as competitive with those 
in other professions (Bowen and Schuster 1986). Clearly, 
recruitment and retention of and job satisfaaion among fac- 
ulty in higher education must become a national priority if 
a qualified facult>^ representative of women and minorities, 
is to exist in the future. 
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INTERNAL STRESSORS FOR FACULTY 



Internal stressors contributing directly to faculty' members' 
job satisfaction include teaching and research, the reputation 
of colleagues and the institution, the quality' of the students, 
interaction among students and teachers and its effect on stu- 
dents' learning, autonomy and responsibility, achievement 
and recognition for achievement, and promotion and growth. 
Clearly, these internal stressors contribute to job satisfaction 
among faculty and to the decision to remain with or leave 
an institution of higher education altogether. Before reviewing 
the literature on these seven internal stressors, it is necessary 
to understand the concept of faculty job satisfaction. 

Work and Satisfaction 

Work is Ofie of the most absorbing things men can think 
and talk about It fills the greater part of the waking day 
for most of us. For the fortunate it is the source of great 
satisfaction; for many others it is the cause of grief (Hen.- 
berg, Mausner, and Snyderman 1959, p- 3). 

Moreover, work can be perceived as fascinating, satisfying, 
creative, or repetitive. More than 25 years ago, it was found 
that the strongest influence on job choice for most professors 
was the "opportunity for meaningful professional activity" 
(Brown 1967, p. 151). The seven factors related to meaningful 
activities for faculty include courses taught, teaching load, 
research facilities and opportunities, competency of col- 
leagues, reputation of the school, quality of students, and the 
nature of administration and administrators (Brown 1967). 

Other researchers have described other attributes related 
to interest in one s work and satisfaction derived from it: 

• llie opportunity^ to use valued skills and abilities (Alder 
fer 1967) 

• A chance to learn (Patchen 1970) 

• Room to be creative (Lawler and Hall 19"^0) 

• Greater control (Lawler and Hall 1970) 
•Job enrichment (Maher 1971) 

• Responsibility (Locke 1973) 

• Difficulty of the work (Patchen 1970). 

"In the absence of an adequate mental challenge or in the 
presence of a . . . task that is accomplished automatically (with 
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no efFon, skill, or thought required), one experiences bore- 
dom, which is the converse of interest" (Locke 1976, pp. 
1319-20). Consequently, an intellectual challenge could be 
of utmost importance to faculty in higher education. 

Strongly held, too, were the positive possibilities in their work 
for the realization oj personal satisfactions and growth and 
opportunities for intellectual stimulation. The exercise and 
use of the mind and an environment for the development 
of the whole person, mind and body, were key elements of 
the satisfaction of faculty (Diener 1984, p. 12). 

Further, "there is some evidence that younger workers place 
greater weight than do older ones on intrinsic job factors, such 
as degree of challenge, diversity, and freedom" (Katzell 1979, 
p. 40). Yet if the challenge is too great for the person, the job 
can then become a source of frustration (Locke 1976). 

Teaching and Research 

Teaching and research are two of the most important activities 
performed by faculty. Some believe that the faculty's major 
satisfactions are received from the work itself (i.e., teaching, 
research, and ser\'ice) (Diener 1984). When faculty were 
asked "From where do you derive the most satisfaction on 
your current position? ... In other words, what do you like 
best about your job here?" (Wissman 1981, p. 58), teaching 
was reported as the most satisfying responsibility. 

For courses taught, professors prefer attraaive teaching 
assignments. They might ask what the subjea of the course 
is, whether they are attracted to it, how many students can 
enroll in the class, and how many classes they will be teach- 
ing. A research-oriented professor would not want to be so 
overwhelmed with teaching that he or she has no time for 
research. Interestingly, "faculty at doctoral-degree-granting 
institutions perceive their departments value research (x= 
4.28) much higher than teaching (x= 3-48)" (Steen, Giu- 
nipero, and Newgren 1985, p. 352), although older faculty 
members usually enjoy teaching more than their younger 
counteq:)arts (see, e.g., Murray 1983). 

Research, not teaching, however, is valued more today than 
in the past, especially by indiv^iduals who make decisions 
involving personnel. Although faculty at the University of 
Texai^ at Arlington, for example, ranked teaching as the most 
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important criterion of ideal performance, research and pub- 
lication were thought to be the highest priority in decisions 
afFeaing personnel (Hunter, Ventimiglia, and Crow 1980). 
Other criteria besides publication, research, and teaching 
included school service, public service, student advising, and 
seniority. FurtheiTnore, ^'publications have become the pri- 
mary measure of scholarship, easily superseding teaching as 
the criterion for professional success" (Newell and Spear 
1983, p. 110). 

Researchers found that 54 percent of more than 5,000 fac- 
ulty from all types of higher education institutions agreed that, 
in their department, it is difficult for a person to achieve ten- 
ure if he or she does not publish (Carnegie Foundation 1989). 
For facuit}^ at four-year institutions, the percentage was 
higher — 77 percent. The percentage differed, depending on 
the Cairegie classification of the institution: for faculty at. 
research institutions, 94 percent; for faculty at doctoral-degree- 
granting institutions, 89 percent; for faculty at comprehensive 
institutions, 65 percent; for faculty at liberal arts institutions, 
39 percent: and for faculty at two-year institutions, 6 percent. 
Even though faculty prefer to teach, they spend a substantial 
amount of time conduaing research, whether or not it is to 
enhance opportunities for promotion. For instance, full-time 
faculty work an average of 62 hours each week, with approx- 
imately 23 of those hours devoted to research or creative aaiv- 
ities (Institute for Research 1978). Further, during the 62-hour 
work week, faculty spend about 27 hours on teaching, 7.5 
hours on university service, and about five hours on activities 
associated with their professions or public service. 

Opportunities for research might not always be available, 
however. For example, 33 percent of the faculty in one study 
viewed opportunities for research as "quite a problem" or 
"a major problem" (Diener 1984). Nevertheless, "pressure 
in academic institutions is mounting steadily in the direaion 
of performance in research and scholarly writing as requisites 
for faculty advancement and security, i.e., promotion and ten- 
ure" (Murray 1983, p. 88). 
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Reputation of Colleagues and the Institution 

The competence of colleagues is an important faaor in job 
satisfaction, because the reputation of individual professors 
is affected by the reputation of the department in which they 
work. In addition, the prestige of the institution or its rep- 
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utation is an especially critical variable for "young men [or 
young women] on the way up, for they cherish a stimulating, 
research-publication atmosphere where they may draw upon 
the talents of established scholars to build their own repu- 
tations" (Brown 1967, p. 156). 

In one study, 87.1 percent (196) of the facult>' were either 
"somewhat .satisfied," "satisfied," or "very satisfied" with the 
reputation of their school; only 16 respondents (7.3 percent) 
indicated that ihey were dissatisfied at some level (Cavenar 
1987). The mean degree of satisfaction with the reputation 
of the school was 5.9 on a scale of one to seven, with one 
being "very dissatisfied" and seven being "very satisfied." 

Quality of the Students 

The quality of students is ver>' important to some faculty' 
members. In fact, the perviisive finding in one study was 
strong faculty concern for qualit>^ not only in their colleagues 
and in their work environment but also in their students 
(Boberg and Blackburn 1983). 

In interviews, some members of the arts faculty in an Aus- 
tralian university "spoke of some of the consequences of 
maintaining numbers by admitting a larger number of less 
able students. These consequences included more remedial 
teaching and less contact with good students" (Powell, Barrett, 
and Shanker 1983, p. 301). In faa, some faculty' might enjoy 
teaching only "good," "able," or "quality" students. 

/// talking about the nature of the satisfaction to be gained 
from teaching some [faculty] spoke of the pleasure of see- 
'ig students gain in understanding and of working with 
very able studeMs who are able to stimulate the teacher's 
own thinking (Powell, Barrett, and Shanker 1983, p. 300). 

Another reason faculty might be dissatisfied with "poor" 
students is that they "take more time away from other faculty 
pursuits, especially at comprehensive universities where fac- 
ulty are under greater pressure to publish more and still have 
to deal with less qualified students" (Boberg and Blackburn 
1983, p. 10). Furthermore, 68 percent of all faculty in one 
study agreed that their institution spends too much time and 
money teaching students what they should have learned in 
high L.cho()l (Carnegie Foundation 1989). 
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Interaction among Students and Teachers 
And its Effect on Students' Learning 

"Interaction with students should be the chief intrinsic moti- 
vation" for faculty (Cohen 1974, p. 373). A study of 222 com- 
munity college instructors from 12 institutions found that 
*'more than two-thirds of the group indicated that they gained 
satisfaction from student learning or from interaaion with 
students ..." (Cohen 1974, p. 369). Faculty-student inter- 
aaion is important for faculty members; "faculty who have 
more contact with students also are more likely to be Very 
satisfied' with the stimulation they receive from students" 
(Wilson, Woods, and Gaff 1974, p. 88). "Seeing and support- 
ing student growth was by far the chief source of [the facul- 
ty's] satisfaction. Almost eight of ten faculty declared inter- 
action with students and ha\1ng the opportunity to have 
some impact on their lives is their principal joy" (Diener 
1984, p. 12). 

In a study of teacher educators, only four items on the "Pro- 
fessional Satisfaction Scale," one of three instruments used 
in the research, exceeded four on a scale of one to five, with 
five being "highly satisfied." "Working with Students" led with 
a score of 4.484; therefore, "it appears that teacher educators 
derive a great deal of satisfaction in working with students 
..." (Nussel, Wiersma, and Rusche 1988, p. 50). In another 
study, faculty reported working with students as the second 
most popular response to the question "From where do you 
derive the most satisfaction in your current position?" (Wiss- 
man 1981, p. 58). Of the 98 responses by 80 subjects, 16 (l6.3 
percent) dealt with "Working with Students." (The number 
of responses [98] is greater than the number of subjects [80], 
because some people gave two responses.) 

More recently, researchers found that 83 percent of all fac- 
ulty' agreed they enjoy interaaing informally with undergrad- 
uates outside the classroom (Carnegie Foundation 1989). For 
faculty at four-year and two-year institutions, the percentages 
were 83 percent and 84 percent, respectively. Based on Car- 
negie classifications, the percentages were as follows: research 
institutions, 77 percent; doctoral-degree-granting institutions, 
83 percent; comprehensive colleges and universities, 85 per- 
cent; libera! arts colleges, 92 percent; and two-year institu- 
tions, 84 percent. "The extent of instructor-student interaction 
is related to faculty members' belief that it is an important 
part of the educational process" (Yuker 1984, pp. 53-54). 
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Autonomy and Responsibility 

Faculty typically expect autonomy and academic freedom and 
are therefore concerned about administrative intervention 
or infringement in these areas. In one study, freedom and 
independence in work were highly rated aspects of working 
conditions (Diener 1984). Another study notes that high 
autonomy of thought and action in areas of expertise was a 
clear motivator to participants (Toombs and Marlier 1981). 
In that study, the 134 interviewees had left Pennsylvania State 
University during calendar years 1978 and 1979. Participants 
in the study who transferred to other academic situations (57) 
were asked about sources of satisfaction in their new situation; 
"... 'autonomy' and improved collegial relations' . . . 
brought new satisfaction" (p. 28). In another survey, 87.6 per- 
cent of the part-time facult>^ respondents and 89.2 percent 
of the full-time faculty respondents from one community col- 
lege were either 'Ver}^ satisfied" or "satisfied" with oppor- 
tunities "to work alone on the job" (Neely 1981, p. 53). Fur- 
ther, on most campuses faculty members w^ere satisfied that 
their autonomy had been "reasonably well preserved" 
(Bowen and Schuster 1986, p. 144). 

"Many people enjoy the mental challenge that autonomy 
and responsibility' provide because it gives them a chance 
to grow" (Locke, Fitzpatrick, and White 1983, p. 345). The 
majority of the 267 part-time respondents and the 157 full- 
time respondents in one study were satisfied with their 
responsibilities as measured by responses to the statement, 
"The freedom to use my own judgment," on the Minnesota 
Sa.isfaaion Questionnaire (Neely 1981). Interestingly, 94 per- 
cent of the part-time faculty and 84 percent of the full -time 
faculty selected "satisfied" or "very satisfied" for their 
response. 

For academics . . . their prestigtoi^s and autonomous work 
enables them, to a much larger extent than is possible for 
the general population, to fulfill both higher-order needs, 
ie., esteem needs and needs for self actualization. . . 
Autonomy is such that each academic is largely responsible 
for the courses he/she teaches and for the research carried 
out. In addition, the timetabling of all the different acdri- 
ties is influenced by> his/her preferences (Moses 1986, po. 
136-37). 



Autonomy is declining, however, particularly in teaching. 
Sevei-al factors are perceived as limiting academics' tradi- 
tional autonomy: course committees, reviews, accreditation 
procedures, evaluation, and general accountability' measures 
(Moses 1986). Further, 'external/financial constraints on 
feculty remuneration and accountability demands that 
increase Ved tape' and decrease autonomy probably con- 
tribute to continuing declines in faculty job satisfaction rat- 
mgs'' (Plascak-Craig and Bean 1989, p. 2). TWenty-seven 
percent of the faculty in one study viewed red tape (bureau- 
cratic rules and excessive paperwork) as ''quite a problem" 
or "a major problem" (Diener 1984). 

Achievement and Recognition for Achievement 

Achievement and recognition for achievement can also be 
internal stressors related to job satisfaction. One definition 
of achievement includes its opposite, failure, as well as the 
absence of achievement (Herzberg, Mausner, and Snyderman 
1959). Specifically mentioned successes included "successful 
completion of a job, solutions to problems, vindication, and 
seeing the results of one^s work" (p. 45). Recognition for 
achievement can come from a faculty member's chair, col- 
league, secretary, student, and administrator or from the uni- 
versity as a whole. 



VirtuaUy all employees value being praised for their work 
and being given credit where credit is due, especiaUy hy^ 
supervisors and colleagues whose judgment they respect. 
Similarly, most employees disvalue being criticized or ?2ot 
getting credit for their work accomplishments (Locke 1976 
p. 1324). 



In a study of postsecondary education faculty members 
employed in state-supported schools in Idaho, respondents 
were asked to identify factors that contributed to their feeling 
exceptionally good about their jobs (Hilton 1985). Of the 56 
respondents from Idaho's public two-year postsecondary voc; 
tional education institutions (North Idaho College, Eastern 
Idaho Vocational Technical, and the College of Southern 
Idaho), 28 (50 percent) identified ''recognition" as a ver>^ 
important factor. In the same study, of the 132 respondents 
from Idaho's public four-year postsecondary vocational edu- 
cation institutions (Boise State University, Idaho State Uni- 
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versity, and Lewis-Clark Siate CoiI^gc), 71 (54 percent) iden- 
tified "recognition'' as a factor that Cv^ntributed to their feeling 
exceptionally good about their jobs. 

A study of college professors showed that "college profes- 
sors ... are basically satisfied with their jobs when their 
efforts are recognized by someone, when they feel they have 
accomplished something, and when their jobs are interesting 
and challenging" (Leon 1973, p. 103). Thus, the main satisfiers 
were "recognition," "achievement,'' and "the work itself 
(Leon 1973). Further, recent college graduates tend to be 
more concerned with personal "recognition" and responsi- 
bility than older workers, who tend to be more concerned 
with prestigious titles and money (Bass and Barrett 1975). 

In this respect there is much that college administrators can 
do to improve the satisfying aspects of the college teaching 
job, especially in the area of recognition. For instance, most 
deans and depart merit chainnen frequently receive reports 
from students on the good performance of professors [that], 
if passed on to the iyidividual, would reinforce good per 
fonnayice and have a positive effect on the satisfaction of 
the professor arid the continuation of such good perfor- 
mance. It is a basic aspect of the learning process that 
human beings have a need to know how well they are doing 
and that when they receive feedback that confinm and rec- 
ognizes good performance, behavior is rein forced ( Ijeon 
1973, p. 96). 

Promotion and Growth 

Promotion can be thought of as the affirmation of self-worth 
and as a reward for work well done. "Satisfaction with pro- 
motions can be viewed ... as a function of the frequenq' of 
promotion in relation to what is desired and the importance 
of promotion to the individual" (Locke 1976, p. 1323). On 
the one hand: 

// is easily conceivable that an employee could app?aise the 
promotion s\'ste?n in hL% company as fair, and yet still be 
dissatisfied with his chances for promotion simply because 
there were none. Such an indiiiduaVs value standard would 
depend upon bis personal ambitions and career aspirations 
(Locke 1976, p. 1323). 



On the other hand, while most employees could view the 
promotion process where they wwk as being unfair, some 
employees could still be personally satisfied with the system. 
In effect, these people might have no desire to be promoted 
bec^ause they do not w^ant the increased responsibility or more 
difficult work (Locke 1976). 

Most professors look forward to being promoted through 
the ranks, from assistant professor to associate professor to 
full professor. Some facult>^ how^ever, are dissatisfied with 
opportunities for promotion. In a study of faculty in a south- 
eastern state, 27 percent viewed opportunities for promotion 
as "quite a problem" or "a major problem" (Diener 1984). 

Summary 

Numerous internal stressors (for example, the work itself, 
teaching and research, the reputation of colleagues and the 
institution, the quality of students, interaction among stu- 
dents and teachers and its effect on students' learning, auton- 
omy and responsibility, achievement and recognition for 
achievement, and growth and promotion) can affect the level 
of job satisfaction of faculty in higher education. Because 
teaching and research are two of the most important activities 
faculty perform, lack of satisfaction with these activities could 
certainly cause one to leave the profession. Tne competence 
of colleagues is also an important factor in job satisfaction 
because faculty members do not want their records tarnished 
from a bad reputation of their colleagues or institution. Like 
reputation, the quality^ of students is very important to most 
facult\'. And many faculty consider interaction with students 
and students' learning as chief sources of satisfaction. 

Autonomy and responsibility are also critical factors in fac- 
ult>' job satisfaction; in fact, some people have chosen to 
become faculty members because of the autonomy and 
responsibility the profession has to offer. As noted, however, 
the autonomy asscxiated with being a faculty member is de 
dining, particularly in terms of teaching (Moses 1986). 

Most faculty members work hard to achieve goals and want 
to be recogni/ed for their efforts through such avenues as 
promotion, tenure, and professional development. Most pro- 
fes.sors look forward to being promoted, and, if they are not 
promoted, they usually are not satisfied with their work. 

Linquestionably, lack of satisfaction with internal stressors 
can cause faculty members to become discouraged; in many 
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cases, disgmntled faculty look elsewhere for a suitable work- 
ing environment. Given this information, institutional officials 
must concentrate their attention on providing an environment 
conducive to satisfaaion for faculty members. 



FACTORS IN THE WORKPLACE AFFECTING JOB SATISFACTION 



Certain factors in the workplace (i.e., the collegiate environ- 
ment and the conditions under which a faculty member must 
work) contribute directly to an institution's ability to recruit 
and retain women and minority faculty. Moreover, such factors 
significantly affect a faculty member's satisfaction or dissat- 
isfaaion with his or her professorial work. Therefore, higher 
education institutions must consider carefully the impact of 
several factors on women and minority^ faculty: salary, tenure 
(faculty job security), faculty rank, supervision, interpersonal 
relationships, working conditions, policies and administration, 
the person-environment fit, and colleaive bargaining. If col- 
lege and university officials and board members do not 
address the factors that create dissatisfaction among women 
and minorit)' facult\^ women and minorities will seek satis- 
faction elsewhere— at other institutions, in other occupations, 
or in other types of organizations. 

Salary 

The degree to which salaty affects job satisfaction is debatable. 

No doubt, some workers are motivated solely by moneys and 
took at the world of work as a market place ivhere they can 
exchange their tiine for money. There are other workers, 
however, who wish to be active in their jobs and express 
themselves through the medium of work (Sheppard and Her- 
rick 1972. p. 10). 

Wliile the relationship between salar>^ and job satisfaction is 
debatable, salary^ also appears to be one of the greatest sour- 
ces of dissatisfaction (Edmundson 1969; Ladd 1979; Wink- 
ler 1982). 

"For academics generally, tenured and well-paid employ- 
ment provides satisfaction of the lower-order needs" (Moses 
1986, p. 136), such as physiological needs, safet>^ and securit\'- 
A certain le\'el of pay will keep faculty from being dissatisfied 
(Sprague 1974). Salary and fringe benefits, certain adminis- 
trative features (e.g., involvement in such things as decisions 
about faculty- hiring and termination and about campus pro- 
motion and tenure, general policy^ making, and extracuiTicular 
activities), and collegial associations should emerge as prin- 
cipal contributors to job satisfaction or dissatisfaction for col- 
lege faculty (Hill 1987). Further, the "perceived inequities 
in wages and salaries tend to contribute more to [workers'] 
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dissatisfaction than the exact amount of pay" (Ivancevich and 
Donnelly 1968, p. 176). Certainly, pay for performance could 
affect an individuals level of job satisfaction. 

Furthermore, individuals might exert less effort to reduce 
the inequit}' if they believe they are being underpaid (Stoner 
1982). In this case, they might experience dissatisfaction and 
be more likely to have feelings of anger and resentment (Pat- 
chen 1961). "Overpaid workers, on the other hand (also in 
a state of tension through perceived inequity), may work 
harder" (Stoner 1982, p. 463), and they are likely to experi- 
ence feelings of guilt (Hamson 1979). Clearly, lower job satis- 
faction or dissatisfaction leads to certain kinds of behavior 
to rectify the inequit\' (Sprague 1974). 

The reduction of inequity occurs "( 1 ) by actually altering 
either inputs or outcomes, (2) by perceptually distorting 
inputs or outcomes, (3) by leaving the field, (4) by getting 
the comparison person to change, or (5) by changing to 
another comparison person" (Weick 1966, p. 418). As stated 
earlier, people can cognitively distort their perceived input- 
output ratios to reduce perceived inequit}'. For instance, some 
individuals might use their socioeconomic, educational, and 
cultural backgrounds to modify their and/or others' input- 
output ratios (Chung 1977), thus reducing a perceived ineq- 
ii\t\\ For example, a white male with an l\y League education 
might feel that his salar\' should be higher than a female 
worker with a college education (Chung 1977). He might feel 
the same way toward an i\frican-American or other minorit\' 
male or female, even if that person is a better performer than 
he is. A cognitive distortion of this nature has a limitation, 
however, because it can create feelings of self-deception and 
guilt (Chung 1977). "Leaving the field or retreating from the 
exchange relationship is \iewed as a last resort, cxrcurring only 
wlien inequity is great and other m.eans of reducing it seem 
to be unavailable*' (Campbell and Pritchard 1976, p. 105). 
llius, in spite of the amount of pay, individuals are usually 
dissatisfied if they feel that their treatment is inequitable. 

Further, depending on expectations, more money does not 
necessarily lead to satisfaction. "For example, if one antic- 
ipates a 6 percent increase in salary' but receives only a 2 per 
cent increase, he may be pushed toward dissatisfaction even 
though he has received more pay" (Coiien 1974, p. 371). 

Tlie high cost of living in an area can also he a reason for 
dissatisfaction with one's salary' (Morse 1953). For example. 
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an assistant professor teaching and living in an area where 
the cost of living is high might be dissatisfied with a salar\^ 
of $26,000 because the amount of pay is meager compared 
to the cost of living for the area. An assistant professor teach- 
ing and living in a small, rural communit\^ however, might 
be satisfied with making $26,000 if the cost of living for that 
area is low. 

Dissatisfaction with work also occurs when people believe 
they should receive more mone\' for the t>pe and amount 
of work accomplished (Morse 1953). For example, full-time 
professors in a college of medicine might believe they should 
receive more money than professors in a college of education 
because of the nature of their profession. Likewise, professors 
of medicine car» perceive the demands for the preparation 
of their courses as being more exacting because of the life- 
and'death nature of their work. 

Employees can he dissatisfied because their salars^ is low- 
compared to similar jobs in the same organization (Morse 
1953). A fuW professor of biolog\' at a small college might 
receive a lower salarA' than a full professor of chemistr\^ at the 
same institution, and the professor of biolog\^ can be dissat- 
isfied for that reason. People can become dissatisfied when 
they believe they should receive more compensation because 
of their education, experience, and or length of service 
(Morse 1953). For example, a professor in an English depart- 
ment with a Ph.D., 15 years of teaching experience, numerous 
publications, and 10 years of semce might expect a higher 
salar)^ than a professor who has an M.A. degree, 10 years of 
teaching experience, only a few publications, and five years 
of service. 

Certainh', because salars^ can affect job satisfaction, the 
mechanism for determining compensation (for example, 
merit pay) will also affect a faculty- member s job satisfaction. 
But merit pay by itself does not necessarily provide an incen- 
tive for producti\iiy. 
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Moit sy^'items assiom* that ??K)?uy is the "bottom Hue'' of 
employee satisfactiou—that more moneys will mean a more 
productive faculty^ . . . Many widerpaid yet harciivorkiug 
faculty have shown that this is not necessarily true and that 
salun\ while certainly a motivator, is only one such ;;/o//< 
/wror (Fassiotlo 1986, p. IS). 
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Because faculty salaries did not keep up with the Consumer 
Price Index from about 1970 to 1982, instead of merit, perhaps 
one should look at the demerits of the situation (Dennis 
1982). Furthermore: 

Many merit systems are hosed on the rather out-of-date 
management assumption that the employees are essentially 
lazy, that only a few are truly meritorious. It is quite possible 
and ei^en probable that many faculty members do quite 
a bit more than the minimum . . . to make life at an insti- 
tution better for all , , , If a merit sy^stem is designed to 
affect the "negligent and unworthy, it ceases to be a merit 
system and becomes a system of punishment {¥3SSio\x.o 
1986, pp. 14-15). 

; when the variable of merit pay is introduced, enhanced 
\ ^ . tisfaaion does not necessarily occur as expeaed. 

Another correlate of job satisfaction is tenure, which has been 
described as job security (Bowen and Schuster 1986; Saunders 
1990). 

A faculty member on tenure has a commitment from the 
employing institution, barring exceptional circumstances, 
that he may hold his position throughout his career until 
retirement. However, in practice, tenure is part of a wider 
contractual system that relates to academic freedom and 
to the participation of peers in personnel decisions involving 
faculty^ {Bowen and Schuster 1986, p. 235). 

"Attainment of these status symbols [tenure and a faculrv' 
member's standing on the graduate faculty] would lead to 
higher levels of job satisfaction. Receiving these honors indi- 
cates that one has been successful in his work. There is also 
a certain amount of prestige associated with them" (Sprague 
1974, p. 21). In reality^ while tenure relates to both economic 
security- and academic freedom, it is discussed here only from 
the perspective of job security. A study of nontenured faculty 
members at an urban, public university found that a positive 
relationship existed between job security and job satisfaction 
( Luu 1985). Wiile job securit)^ is, in fact, a facet of job 
satisfaction: 
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The resulting high correlation coefficient may also be attrib- 
uted to the peculiar characteristics of the academy as an 
enterprise, where tenure Q'ob security) is both a low level 
need— a necessary condition for job satisfaction— and a 
self-actualization need— a sufficient condition for job sat- 
isfaction (Luu 1985, pp. 58-59). 

Many faculty members are tenured. In 1989-90, 63-5 percent 
of all faculty were tenured, with 69.7 percent of the men 
tenured and 48.5 percent of the women (U.S. Dept. of Edu- 
cation 1991) (see table 1). 

TABLE 1 

FULL-TIME INSTRUCTIONAL FACULTY WITH TENUTUE 
(Institutions Reporting Tenure Status by Academic Rank 
during A'^.demic Year 1989-90) 

Academic Rank Percent with Tenure 

Professors 95.6 

Associate professors S^-O 

Assistant professors ^9.7 
Instructors 
Lecturers 

Source: C.S. Dept. of Education 1991. p. 229, table 223. 



6.9 

7.8 



Tenured and nontenured faculty exhibited significant dif- 
ferences on three subscales of the Job Descriptive Index QDI) 
(Sprague 1974). Nontenured faculty members were signif- 
icantly less satisfied than were tenured faculty on the sub- 
scales Work on the Present Job, Present Pay, and Coworkers. 
"In every case the nontenured faculty had lower mean sat- 
isfaction scores than tenured faculty" (p. 87). Other studies 
found similar results: 'Teacher educators who are tenured 
are more satisfied than nontenured teacher education fiaculty" 
(Wolfson 1986, p. 86). Tenured faculty, in a study of faculty 
in the General College at the University of Minnesota, were 
relatively satisfied with security, reporting a higher mean score 
than tenure-track and nontenured faculty on the security scale 
of the Minnesota Satisfaction Questionnaire (MSQ) (Grahn 
ct al, 1981). A study of 426 teacher educators in 39 public and 
25 private institutions found that the mean for work satisfac- 
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tion for tenured faculty was significantly higher than the mean 
for nontenured faculty (Nussel, >?C^iersma, and Rusche 1988). 
And a survey using the Minnesota Satisfaction Questionnaire 
short form found no statistically significant difference in the 
perceptions of full-time faculty' members at seleaed southern 
institutions regarding job satisfaction and tenure status (Ibra- 
him 1985).^ 

Faculty Rank 

Faculty rank is a variable of job satisfaction closely related to 
age (Sprague 1974). (See table 2 for the number of professors 
by gender and overall for certain ranks.) "Even though there 
is little in the higher education literature, professorial rank 
might be compared to differing organizational levels in other 
kinds of organizations" (Sprague 1974, p. 19). The higher 
one's level in an organization is, the greater his or her job sat- 
isfaction will be (Herzberg, Mausner, and Snyderman 1959X 
which is not surprising, given that "a number of other 
satisfaction-related job factors are implied by higher levels, 
such as responsibiIit\', money, prestige, and more intrinsically 
rewarding work" (Harrison 1979, p. 20). 



TABLE 2 

FULL-TIME INSTRUCTIONAL FACULTY IN 
INSTITUTIONS OF HIGHER EDUCATION (FaU 1985) 



Academic Rank 


Women 


Men 


Total 


Professors 


15,011 


114,258 


129,269 


Associate professors 


25.936 


85,156 


111,092 


Assistant professors 


39,845 


71.463 


111,308 


Instructors 


32.160 


43.251 


"^5.4 11 


Lecturers 


4,668 


5.098 


9.766 


Oiher faculty 


10.443 


16.783 


2':'.226 


Total 


128,063 


336.009 


464.072 


Source: VS. Dept. of Education 1991 


p. 219. t:iblo2 
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2. >Xliilc one survey of iiniversir\- faculty in the I'nitcd St;ucs (VC'inkler 1982) 
found no difference in the Ie\-el of job satisfaction for tenured uniwrsity fjc 
iiliy and nontenured uni\-ersit\- faculty using the Joh De.scripii\'e Index (JDI ) 
and the Minnesota Satisfaaion Questionnaire (MSQ). the^IDI wus not \'al 
idated for use of a total score and subscalc scores should have been used 
rather than a total sa)re ft>r the analysis (P. Cain Smith 22 May 1989. personal 
communication). 



In one study, full professors reported the highest level of 
job satisfaction and assistant professors the lowest (Winkler 
1982). In another, "academic rank and satisfaction were 
related in that higher-ranked faculty expressed greater sat- 
isfaaion" (Steen, Giunipero, and Newgren 1985, p, 351): Tlie 
level of satisfaction by faculty rank on a scale of one to five 
was 3.83 for instructors, 3.89 for assistant professors, 4.C8 for 
associate professors, and 4.36 for full professors. 

A study of industrial arts/technology teacher educators 
found significant differences in mean scores for job satisfac- 
tion between full professors (43.60) and assistant professors 
(41.58) (Wolfson 1986). Interestingly, the instructors mean 
score (41.85) was higher than both the mean scores for assis- 
tant (41.58) and associate (41.62) professors. Another re- 
searcher found that instaictors reported the highest levels 
of satisfaaion for authority, co-workers, creativity, recognition, 
responsibility, social status, supervision-human relations, and 
supervision-technical relations (Grahn et al. 1981). "It may 
be that because instaictors are new on the job and fresh and 
enthusiastic, their levels of satisfaction are ver>' high" (p. 15). 
A study of full-time faculty' members in selected southern uni- 
versities, however, found that faculty members did not differ 
significantly in their perceptions regarding job satisfaction 
when they were compared by rank (Ibrahim 1985). 

Supervision 

"Super\ision and the general style of leadership throughout 
the organization are usually much more important in influenc- 
ing results than such general factors as attitudes toward the 
company and interest in the job itself (Likert I96l, p. 25). 
Furthermore, "the kind of super\'ision used in the organiza- 
tion [has] an effect upon employees job satisfaction" (Har- 
rison 1979, p. 11). In faa, studies have indicated that 
employees like supervisors who are considerate (Vroom 
1964) (meaning "behavior indicative of friendship, mutual 
taist, respect, and warmth in the relationship between the 
leader and the members of his staff' [Halpin 1959, p. 4) ) and 
"employee-centered" (Likert 196l). 

Leaders who are described as employee oriented [or 
eniphyee centeredj stress the relatio. ^hip aspects of their 
job. Vxyfee! that erery^ employee is important and take 
interest in everyone, accepting their individuality and per- 
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sonal needs. Production orientation [the other concept iden- 
tified] emphasizes production and the technical aspects of 
the job; employees are seen as tools to accomplish the goals 
of the organization (Hersey and Blanchard 1988, p. 92). 

"Supervisors with the best records of performance focus their 
primary' attention on the human aspects of their subordinates' 
problems and on endeavoring to build effective work groups 
with high performance goals" (Liken 196I, p. 7), making 
them "employee-centered" supervisors. The facult>' of bac- 
calaureate degree nursing programs, for example: 




. . . Expressed increased job satisfaction when tuey perceived 
positive socioemotional relations among faculty (e.g., inti- 
macy), a minimum of formal, nomothetic behavior on the 
part of the dean/chairperson (eg, aloofness), and humane 
treatment of the faculty by the dean/chairperson (e.g., con- 
sideration) {lixci^ixan 1986, p. 104). 



Supervisors who have the most favorable and cooperative 
attitudes in their work groups are supportive, frienuiy, helpful, 
kind but firm, and nonthreatening, display a genuine interest 
in the well-being of subordinates and a willingness to treat 
people sensitively and considerately, and are confident in the 
integrity, ability', and motivations of subordinates rather than 
suspicious and distaistful (Likert 196I). Individuals "value 
managers who are considerate of them as individuals, who 
show respect for them, who are honest, communicative, and 
allow some participation in making decisions ' (Locke, Fitz- 
patrick, and White 1983, p. 345). One study found that faculty 
members' length of time at an institution played a role in their 
satisfaction: Tliose *'who had been at the university 16 years 
or over were the most satisfied with supervision. Those . . . 
who had been at the university eight to 15 years were the least 
satisfied with supervision" (Sprague 1974, pp. 78-79). 

Interpersonal Relationships 

XJC^iile interaction with a superior is critical to job satisfaction, 
interpersonal relationships with co-workers (subordinates 
or peers) arising when people interact in the performance 
of their jobs or "within working hours and on the premises 
of work but independent of the activities of the job" like dur- 
ing a coffee break (Herzberg, Mausner, and Snyderman 19Sy, 



p. 47) could also affect one's job satisfaction (Harrison 1979). 
"The employee will be satisfied with agents in the situation 
(supervisors, subordinates, co-workers, management) to the 
degree that they are seen as facilitating the attainment of his 
work goals and work rewards, and to the degree that these 
agents are perceived as having important N'alues in common 
with him^' (Locke 1976, p. 1342). 

Working Conditions 

Working conditions refer to the physical environment (includ- 
ing ventilation, lighting, tools, space, and other similar envi- 
ronmental characteristics), the facilities of the institution, and 
the amount of work (Herzberg 1966). ''With respect to work- 
ing conditions, employees want convenience in terms of loca- 
tion and hours, resources that help them do their work effec- 
ti\'ely, and physical safet\" (Locke, Fitzpatrick, and Wliite 1983, 
p. 345). Unquestionably, poor working conditions often le£ i 
to job dissatisfaction. 

The availability' of laboratory and computer equipment, 
libraries, and statistical consulting centers are necessar/ sup- 
port items and ser\ices for faculty members who intend to 
conduct research. In one study, 25.6 percent of the faculty 
identified job conditions (including equipment, facilities, and 
teaching schedules) as one of the chief dissatisfactions of col- 
lege teaching (Diener 1984). An earlier study of job satisfac- 
tion found that faculty members were satisfied with their 
working conditions, including the number of classes or 
groups for which they were responsible, the number of hours 
they worked each week, their work schedule compared to 
that of people with similar training in other professions, their 
office facilities or work area, the adequacy^ of the instructional 
equipment they used, the number of course preparations 
required, and their work schedule compared to that of their 
co workers (Seegmiller 1977). Another study found that those 
with 1 1 or more years of service had higher mean scores on 
the working conditions scale of the MSQ than those with 10 
or fewer years of service (Grahn et al. 1981). 

Policies and Administration 

In the consideration of job satisfaction, policies and admin- 
istration are referred to as 'Vjissatisfiers'' (Herzberg 1972). 
Characteristics of overall C'.)mpany policy^ and administration 
fall into two categories. 
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One involved the adequacy or inadequacy of company 
organization and management. Thus, a situation can exist 
in which a [person] has lines of communication crossing 
in such a way that he does not really know for whom he 
is working in which he has inadequate authority for satis- 
factory completion of his task, or in which a company policy 
is not carried out because of inadequate organization of 
the work The second kind of overall characteristic of the 
company involved not inadequacy but the harmfulness or 
the beneficial effects of the company's policies [They] are 
prim.irily personnel policies When viewed negatively these 
policies are not described as ineffective, but rather as 
"malevolent'' (Henherg 1972, pp, 196-97). 

Faculty want to participate in institutional decision making 
and might leave an institution if such opportunities are 
limited. Consequently, "it seems important that administrators 
find ways to provide opportunities for faculty to influence 
the policies of their institutions ..." (Near and Sorcinelli 
1986, p. 389). 

Faculty are also conscious of the effectiveness of the indi- 
viduals who lead the institution. In one study, 35 percent of 
all professors cited "administration and administrators not 
competent" as the reason for leaving their jobs (Bro\\T^ 1967, 
p. 162). A more recent study found that 29 percent of the fac- 
ulty in Idaho's public two-year postsecondar^' vocational edu- 
cation institutions and 30 percent of the faculty in Idaho's 
public four-year postsecondaty vocational education insti- 
tutions cited administration as a dissatisfier or identified it 
as a factor contributing to their exceptionally bad feelings 
about their job; administration w^as ranked number twx) in 
both cases (Hilton 1985). 

Person-Environment Fit 

Organizations prefer to hire individuals who will best meet 
the requirements of the job, can adapt to training and clianges 
in job demands, and will remain loyal and committed to the 
organization; similarly, prospective employees seek out orga- 
nizations wiiere their particular abilities and skills closely 
maicii what is required in the workplace. Tliis relationship 
or interaction betxv'een the organization and the employee 
is commonly known as "person-environment fit," a theor\' 
"proposed as a method for understanding the process of 



adjustment between organizational members and their work 
environments" (Caplan 1987b, p. 249). Tlie academic envi- 
ronment at colleges and universities must undoubtedly rep- 
resent a good match betv^^een "the needs and abilities of the 
employee [faculty] and the corresponding resources of and 
demands from the work [collegiate] environment" (Caplan 
1987a, p. 103). 

Job characteristics represent one factor that couk.l help 
determine the interaction and fit betv^'een the institution and 
the faculty' member. "Job characteristics theory may be con- 
ceptualized as a model of person-environment fit [that] 
focuses on matching the characteristics of jobs to the abilities 
and needs of jobholders ' (Kulik, Oldham, and Hackman 1987, 
p. 278). 

Job characteristics theory posits that all three of the psycho- 
logical states miist be experienced by an individual if desir- 
able outcomes are to emerge First, the person must expe- 
rience the work as meaningful. That is, the individual must 
feel that the work he or she does is generally worthwhile, 
valuable or important by some systefn of values he or she 
accepts. Second, the iridividual must experience personal 
responsibilirv' for work outcomes The individual must feel 
personally accountable for the results of the work he or she 
does Filially, the person must have]<s\a^\edge of the results 
of his or her work. That is, the individual must know and 
understand, on a contirmous basis, how effectively he or 
she is performing the job If any one of these three states is 
not present, motivation and satisfaction will be attenuated 
(Kulik. Oldham, and Hackman 1987. pp. 280-81). 

The theory- of person-environment fit helps explain the 
extent to which workers are successful in their particular envi- 
ronment, thus enhancing their overall job satisfaction. Col- 
leges and universities that provide an environment conducive 
to the fulfilling of faculty members' ps\'chological needs, 
allowing them to use their talents as they see fit and freeing 
them from contextual worries, are the institutions where fac 
ult\' will be the most satisfied and the ones where they will 
want to continue working. 

Collective Bargaining 

*'Collecti\'e bargaining arrangements in institutions of higher 
education have begun to replace the more traditional 
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employee-employer relationship" (Hill 1982, p. l65). Col- 
lective bargaining is now the mechanism for reaching agree- 
ment on policies regarding curriculum, grades, admissions, 
course scheduling, standards for matriculation, teaching 
methods, faculty hiring, tenure, sabbatical leaves> and deci- 
sions about promotion on many campuses (Douglas 1991, 
p. ix). 

A study of the relationship between faculty job satisfaction 
and collective bargaining found that faculty in unionized insti- 
tutions were significantly more satisfied with the economic, 
administrative, associational, and convenience dimensions 
of job satisfaction than those in nonunion institutions but that 
the two faculty groups were no different with regard to the 
teaching and recognition-support dimensions of their jobs 
(Hill 1982). "Collective bargaining does affect the level of 
job satisfaction of college faculty in a positive fashion, but 
the effects vary depending on the specific dimension of job 
satisfaction being considered" (p. 176). The results cannot 
be generalized to institutions of higher education throughout 
the United States, however, because the study was based on 
a sample of 20 Pennsylvania institutions, the unionized faculty 
involved in the study were dra^nn exclusively from four-year 
state colleges, and the conclusions were based on responses 
from only 45.5 percent (L089 faculry' members) of the indi- 
\'iduals sur\'eyed. 

To determine whether collective bargaining impinges siib- 
stantively on the job satisfaction of faculty in higher edu- 
cation, future research will have to address the situation 
different types of institutions, in different parts of the 
country, and in colleges with various fortns of collective bar- 
gaining arrangements. Certainly different conditiofis and 
situations may well affect the climate of job satisfaction 
among faculty^ 1982, p. 178). 

A study of instructors^ assistant professors, asscxiate pro- 
fessors, and professors at the University of Oregon found that 
"those respondents who indicated they were dissatisfied with 
various conditions of their employment were significantly 
more inclined to indicate support for bargaining than were 
the respondents who were satisfied'' (Feuille and Blandin 
1974, p. 687). Faculty who expressed dissatisfaction with their 
current salary; their current fringe benefits; the representation 



of faculty interests in the campus administration, the state 
board of higher education, and the state legislature; and the 
existing personnel decision-making system * were significantly 
more likely to express a preference for the establishment of 
a faculty colleaive bargaining system than were those re- 
spondents who were satisfied with these same conditions" 
(p. 687). 

A survey of faculty' members and librarians at New York Uni- 
versity found similar results (Bomheimer 1985). That study 
focused on the degree of satisfaction with six conditions- 
academic freedom, conditions of employment, educational 
policy, faculty personnel policy, financial benefits, and par- 
ticipation in governance— and v. i the respondents' support 
for unionization. 

The higher the degree of satisfaction with conditions, the 
greater the probability that the Jacidty> member voted for 
the No Representative position; the less satisfaction, the 
greater the chance that the faculty member voted for a 
change in existing conditions by> supporting the . . . [NYU 
Federation of United Professionals] (Bomheimer 1985, p. 
296). 

Although mediation is common in higher education (Bim- 
baum 1984), little has been written about its effectiveness. 
Nevertheless, one can assume that: 

Even if the negotiation process [were] successfully con- 
cluded, the antagonisms, extreme positions, harsh rhetoric, 
and secretiveness of the table might affect other institutional 
relationships and programs. In the extreme, of course, adver- 
sarial bargaining could lead to threats, fob actions, strikes, 
or other actions that ynight disrupt the learning process, lead 
to schisyns among various campus groups, and create an 
environment of distrust, alienation, and decreased edu- 
cational effectiveness {^'mh2uxx\ 1984, p. 720). 

Summary 

Major factors in the workplace for faculty members in higher 
education include salary', tenure, rank, supervision, inierper 
sonal relationships, working conditions, policies and admin- 
istration, person-emironment fit, and collective bargaining. 
Not surprisingly, salary appears to be one of the greatest sour- 
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ces of dissatisfaction with one's job (Edmundson 1969; Ladd 
1979; Winkler 1982), but tenure and rank are important to 
facult)' as well. A positive relationship exists between job secu- 
rity' (tenure) and job satisfaction (Luu 1985), and higher-level 
faculty typically are more satisfied. 

Individuals want to be supen/ised by respectful, consid- 
erate, employee-centered, honest, and fair men and women 
who are able to communicate effectively and are willing to 
involve employees in making decisions that affect their work 
and lives (Locke, Fitzpatrick, and White 1983, p. 345). But 
while the interaction with superiors is critical to one's satis- 
faction, relationships with subordinates or peers also affect 
it (Harrison 1979). 

One important source of dissatisfaction for faculty members 
is their working conditions, including equipment, facilities, 
and teaching schedules (Diener 1984). Faculty could decide 
to leave higher education altogether as a result of poor work- 
ing conditions, a problem that will likely be exacerbated in 
the future as fewer resources are available to support faculty 
and as money for equipment and renovation is frozen. In 
addition, some faculty view administration and certain admin- 
istrators as less than highly competent, leading to feelings of 
dissatisfaction with the job in general. And collective bargain- 
ing agreements can affect a faculty member's job satisfaction 
in two ways: the wx^rking conditions stipulated in the agree- 
ment and the relationships that develop between faculty and 
administration during negotiations. 

The importance of the person-environment fit cannot he 
o\'eremphasi7.ed. Tlie faculty member's needs, skills, and goals 
must "fit" the institution's expectations, resources, and policy 
directives. Tlius, colleges and universities must be sure that 
expectations and rewards—and sanctions— are clearly delin- 
eated for faculty' before they are hired so that a good "match" 
will result, increasing the likelihood of their retention and 
success as a faculty member. 

Dissatisfaction with any of these factors can cause a faculty 
member to leave his or her job or discourage others from 
going into the field. Leaders of higher education institutions 
must take steps to enhance these conditions for faculty as a 
way of maintaining a quality, di\ crsc faculty in the fliture. 
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Women have played an important role in higher education 
faculty since at least the Ci\il War (Bowen and Schuster 1986) 
(even though men have always dominated the field of higher 
education), accounting for "about one-fourth of the flill-time 
instaictional staff in institutions of higher education" (Fuchs 
and U)vano-Kerr 1981, p. 4). Job satisfaction among women 
college professors, howex^er, has been almost totally ignored 
by researchers (Hill 1984b), and it clearly deserves more 
attention (Hill 1983). 

The appointment of women to faculty and administrative 
positions in significant numbers would go far toward estab- 
lishing an environment conducive to women's success in a 
variety of arenas (Graham 1971). "Tlie most important single 
ohser\'ation about women in the acaaemic wwld[, however,] 
is that their numbers decrease dramatically as the importance 
of the post increases" (Graham 1973, p. l63). Today, women 
topically represent a small percentage of the faculty cohort, 
hold the lower professorial ranks, work in part-time rather 
than fiill-time positions, represent disciplines topically con- 
sidered reser\'ed 'or females, w'ork in less prestigious insti- 
tutions, and are not tenured, 

Wliile some discrepancies exist in the numbers and cor- 
responding percentages reported by various researchers, it 
is painfully clear that the representation ^ women on college 
and university faculties is, and always has been, relatively 
small. Women filled approximately 26 percent of all faculty 
positions in higher education in 1920, By the beginning of 
the 1930s, women represented 27 percent of the faculty, but 
the percentage declined to 22 percent in the 1960s (Cox 1982; 
Dean 1986; Halcomb 1979; Reskin and Phipps 1988), although 
it grew to 28 percent by 1970, 34 percent by 1980, and 35 per- 
cent by the mid- 1980s (Reskin and Phipps 1988), "The picture 
is even bleaker for minority* women, who represented 3 per- 
cent of all full lime faculty' in 1976, with [African-American] 
women accounting for 2 percent, Asian w^omen 0,4 percent, 
Hispanic women 0.4 percent, and Native American women 
less than 0.1 percent*' (Simcone 1987, p, 29), Not surprisingly, 
women faculty members are clustered in traditionally 'Tern- 
inine** disciplines, such as English, education, foreign lan- 
guage, nursing, home economics, fine arts, scKial work, and 
libraiA' or archival sciences (Carnegie Commission 1973; 
Etaugh 1984; B. Freeman 19"^7; Gappa and l^ehling 1979; Gra 
inim 1971; Reskin and Phipps 1988), Between 1974 and 1982, 
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the greatest percentage increase for the disciplines in which 
women were employed occurred in the field of ps^'chology 
(5.2 percent), the smallest in engineering (1.7 percent) 
(Etaugh 1984). 

The number of women who earn Ph.D.s in the physical 
sciences continues to be low, even though significant gains 
have been made recently. A disquieting statistic for higher 
education is that the number of doctorates earned by African- 
American women facultry between 1978 and 1988 increased 
by only 14 percent, whereas "the number of American Indian, 
Asian, and Hispanic women receiving doctorates increased 
by at least 70 percent ..." ("Ph.D.s for Women" 1990, p. 4). 

In addition, as the prestige of an institution increases, the 
number of women faculty' members declines. Relatively few 
women faculty members work at highly selective research 
universities (Carnegie Commission 1973; Farle>' 1982; Hill 
1984h) or doctoral-degree-granting institutions with a strong 
research orientation or with scientific and technical curricula. 
In tact, women faculty- are "located disproportionately in two- 
year and four-year state colleges— where teaching loads are 
heaw and administrative demands are high . . . rather than 
in majcM* uni\'ersities with the research resources and oppor- 
tunities that support publication upon which academic emi- 
nence and recognition are based" (Fox 1984, p. 247). 

Job Satisfaction, Women, and the Woriqjlace 

Interestingly, and perhaps stereotypically, "the generally 
accepted proposition involving job satisfaction of women is 
that they are significantly less satisfied than men" (Ivancevich 
and Donnelly 1968, p. 174). Among young workers from 21 
to 29 years of age, "in general, women workers are signifi- 
cantly more likely to report dissatisfaction than are male 
wcukers. Tliis was true among all age groups, but the gap 
between men and women was least among younger workers" 
(Sheppard and Herrick 1972, p. 1 17). A study of male and 
female plant workers found that female workers tended to 
be somewhat less satisfied with their jobs than their male 
counterparts (Hulin and Smith 1964). 

Even in academia, a study of communirs' college faculrs' 
members found that female teaching professionals reported 
less overall job satisfaction, specifically, significantly "less lik- 
ing of their current job situations and less opportunity to do 
what they are best at than their male counterparts" (Hollon 



and Gemmill 1976, p. 89). Another study of college faculty 
concluded that "using either , . . [the Job Descriptive Index 
or the Minnesota Satisfaaion Questionnaire], the female 
respondents indicated less job satisfaction than the male 
respondents" (Winkler 1982, p. 99). Others, however, found 
no significant differences in the level of job satisfaaion 
between male and female educators (Wolfson 1986), 

Nearl> one-third of the female professors in one study 
believed that they had been the victims of discrimination in 
salary and one-fourth that they had been discriminated against 
in terms of "the status accorded to them" (Mayfield and Nash 
1976, p. 633). Additionally, 25 percent indicated that perfor- 
mance standards were higher for them than for their male 
counterparts In the same study, "the area of difficulty most 
frequently encountered by women (40 percent responded 
to this alternative) was with regard to the need to prove their 
capabilities before being accepted by male colleagues" 
(p. 633). Surprisingly, despite the discrimination and the 
higher standards against which they are judged, 92 percent 
of the 40 respondents said they would still choose the 
same job. 

In an early study that fcxused on gender and ethnicity, the 
"well-dcxrumented tendency of [African -Americ^an] males to 
report lower job satisfaction apparently extends to [African- 
American] female employees" (Weaver 1974, p. 49). Unfor- 
tunately, it appears that when gender and ethnicity are com- 
bined, African-American women appear to be less satisfied 
than bc:)th their white female counterparts and their Afi-ican- 
American male colleagues. 

The impact of gender on overall job satisfaction and pro- 
ductivit^' is difficult to determine because conflicting results 
ha\'e emerged from the fev.' research studies conducted. Per- 
haps more can be learned about the effect of gender on job 
satisfaction by looking at specific internal stressors, factors 
in the workplace, and life-style stressors that come into play 
when women work outride the home. 

Internal Stressors 

Internal stressors are the subjective, internally motivating 
aspects of life that add to or detract from job satisfaction. 
While it has been suggested that "in general, intrinsic [inter 
nal] aspects c^f the job appear to be more important to men 
than to women'' (Herxberg et al. 19S7, p. 72), both women 
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and men \'alue internal factors over ones in the workplace 
(Saleb and Lalljee 1969). Again, no conclusive evidence sug- 
gests that gender affects the way internal factors are valued; 
therefore, it is important to look at various rewards and the 
role that gender plays in job satisfaction or dissatisfaction. For 
purposes of this discussion, the following internal stressors 
are explored: teaching, research, achievement, and recogni- 
tion for achievement. 

Teaching and research 

Women topically teach more hours than men (Austin and 
Gamson 1983), and women faculrs^ "bear a disproportionate 
share of undergraduate instruction, have less contact with 
graduate students, and are less likely to be given teaching 
assistants" than their male colleagues (B. Freeman 1977, 
p. 177). In fact. * Vomen ... are in many cases little more th \ 
facult\^ teaching assistants. They tend to do the hard, boring 
work of handling large introductory courses, while their 
better-paid, higher-ranked male colleagues teach the more 
exciting and professionally rewarding, upper-level undergrad- 
uate and graduate courses" (p. 178). They also usually have 
more students to advise, thus further diminishing the time 
available for scholarship. Further: 

Because of their small monbers, Hispanic women faculty 
members are eixm more overburdened than white faculty* 
women—especially with advising Hispanic and other minor- 
ity students and numerous committee assignments— thus 
limiting their time for research and publishing (Nieves- 
Squires 1991, p. 5). 

Women are not as involved in publishing as their male col- 
leagues, perhaps because they are clustered in disciplines that 
are more likely to be oriented toward practice, with rewards 
that are not associated with research and scholarship. And 
unfortunately, "if academic women are less involved and less 
productive in research, in the area in which they focus the 
lion s share of their effort—teaching— they appear to be no 
more effective overall than their male colleagues" (Finkelstein 
1987, p. 84). 

"Faculty members often receive mixed signals about how 
to alkKate their energies among research, teaching, and ser 
vice to achieve tenure . . . [, and] the strain is greatest when 
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research-oriented faculty are pushed to teach and teaching- 
oriented faculty are pressured to do more research" (Austin 
and Gamson 1983, P- 17). Faculty' who have heavier teaching 
loads experience more pressure in terms of meeting their job 
demands (Schultz and Chung 1988). Interestingly, "natural 
scientists had the lowest teaching loads and the least role con- 
flict; humanities and social science facult}' carried heavier 
teaching loads and experienced greater role strain" (Austin 
and Gamson 1983, p- 18). Clearly, women are more heavily 
represented in the humanities and social sciences— little won- 
der that the teaching role is a burden for women facult>^ 

Achievement and recognition for achievement 

"The area of difficulty most frequently encountered by women 
[in one study] was with regard to the need to prove their 
capabilities before being accepted by male colleagues" (May- 
field and Nash 1976, p 633). 

Women professionals in comparison lu their male cotm- 
tetparts are significantly rnore frequently bothered by the 
feeling that: (I ) they are not fully qualified to handle their 
jobs; (2) they have too beaiy a workload; (3) the amount 
of work theyf have to do interferes with how well it gets done: 
and (4) they cannot get information needed to carry out 
their jobs {WoWon and Gemmill 1976, p. 86). 

In addition, women faculty are less satisfied with their posi- 
tions and experience more job-related tension than male 



"The bulk of research indicates that women are likely to 
be evaluated more harshly than men, particularly in tradition- 
ally male areas. They are seen as having less authority, and 
their opinions are accepted less readily" (Simeone 1987, p. 
74). And, not surprisingly, "women in male sex-typed units 
of business and law express less satisfaction with their work 
on the present job^' (Wissman 1988, p. 41). In effect, women 
are caught in a double bind when it comes to the approach 
ihey take to their work. 

Caught between two sets of rules, women cannot avoid run- 
ning afoul of one of them. If they seek to practice a pro- 
fession by following the rules and habits long established 
by its male practitioner— competition, aggression— they 
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offend the old conventions defining womaniy virtue. But 
if women behave in a professional milieu according to the 
old female norms, if they are patient, deferential, accom- 
modating smiling soft-spoken, they appear weak (Aisenberg 
and Harrington 1988, p. 18). 

Factors in the Woriqjlace 

"On all measures of formal status [factors in the workplace,] 
women lag behind men" (Simeone 1987, p. 34); however, 
it is important to explore specific variables affecting women 
faculty to determine whether this statement still holds true 
in the 1990s. This subsection explores those incentives or dis- 
incentives external to faculty members— salary, tenure, aca- 
demic rank, interpersonal relationships, working conditions — 
and their relationship to the gender of the instaictor and job 
satisfaction. 

Salary 

Even though the gap is narrowing, when it comes to com- 
pensation, "women are paid less than men, even after con- 
trolling for rank, institutional type, and discipline" (Finkel- 
stein 1987, p. 69). When men's and women's salaries were 
compared by category, affiliation, and rank for the 1991-92 
academic year, in all cases, the average salaries for women 
were lower than the average salaries for men. When the cate- 
gories and affiliations were combined, the average salary at 
the professorial level for men was $59,180, whereas it was 
$52,380 for women; at the associate professor level, men 
earned $44,130 and women made $41,040; at the assistant pro- 
fessor level, men were paid $37,240 and women received 
$34,380; at the instruaor level, the average salary for men was 
$28,220 and $26,390 for women; at the lecturer level, men 
made $32,800, while women earned $28,530 (American Asso- 
ciation of University 1992). 

While job satisfaction of women faculty and salary levels 
have not been the subjea of much scrutiny, research data 
about female university administrators could shed some light 
on the subject. "Salary was found to have a significantly neg- 
ative relationship when compared to role conflict, internal 
self-esteem, and external self-esteem" of females who served 
as administrators in a university setting (Anderson 1984, p. 
95). Consequently, female university' administrators who 
receive *'low salaries" might be lesr satisfied with their admin- 



istrative work than those who receive "high salaries." Perhaps, 
then, women faculty who are paid less than their male coun- 
terparts might also feel less satisfied with their work in acade- 
niia because the rewards do not reflect the perceived level 
or intensity of their contributions. But: 

Among men and women in the same income ranges, dif- 
ferences in work dissatisfaction tended to disappear So 
much for the job dissatisfaction problem among women! 
The theoretical solution is simple: equal employment oppor- 
tunity! {Shepp^rd and Henrick 1972, p. 8). 

Tenure 

Because women are typically clustered in the lower academic 
ranks, they are also less likely to have been granted tenure; 
subsequently, "they are likely to experience much more 
sharply than males a sense of job insecurity" (B. Freeman 1977, 
p. 177). Today, in effect, a smaller percentage of women are 
tenured compared to a decade ago. Specifically, in 1980-81, 
49.7 pe.jent of the full-time women faculty were tenured, com- 
pared to 70 percent of the men facult>' members. Today, while 
the percentage of male faculty members is the same, the per- 
centage for women has dropped to 45.9 percent (American 
Association of University 1992). Further, women are tenured 
at a slower rate than their male counterparts (Asiin and Snyder 
1982). For instance, from 1972 to 1982, the proportion of 
tenured men increased by 17.7 percent, while the proportion 
of tenured women increased by only 13.4 percent. 

Tenure status is also affected by the t>pe of institution 
where a woman is employed, with discrepancies in tenure 
status of men and women greater at public institutions and 
universities than at two-year colleges and private institutions 
(Etaugh 1984). 

Academic rank 

As the academic rank increases from instructor to full pro 
fessor, the percentage of women holding a particular rank 
steadily declines. For example, in the early 1970s only 9 per- 
cent of all full professors were women (Carnegie Commission 
1973), and that percentage had increased only slightly, to 10 
percent, hy the mid-1980s (Fox and Hesse-Biber 1984; Fulton 
1986). "In 1980-81, 707 percent of all women facult\' were 
at or below the assistant professor rank or were unranked*' 
(Finkclstein 1987, p. 69). 
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In the mid-1980s, 30 percent of all assistant professors and 
50 percent of instructors were women, a situation providing 
some hope that, with promotions, women will soon hold aca- 
demic rank equi\^Ient with men. But "women are promoted 
at a slow<^r rate than their male colleagues" (Finkelstein 1987, 
p. 69). Thus, it is understandable that a recent study found 
men faculty more satisfied with opportunities for promotion 
than women faculty' (Logan 1990). Today, except for the levels 
of instaictor and lecturer, women remain underrepresented 
in the academic ranks: Only 5.1 percent of women are full 
professors, compared to 31 percent of men, 7.7 percent of 
women are associate professors (19.9 percent of men), and 
11.1 percent of women are assistant professors ( 1 5.8 percent 
of men) (American Association of University 1992). 

A study of female facult>^ in traditional and nontraditional 
disciplines in the late 1980s found that, regardless of disci- 
pline, female Rill professors felt the most satisfied with work, 
followed by associate professors, assistant professors, and 
instructors (Crawford 1987). Furthermore, femaie Rill pro- 
fessors in the same study said they felt the most secure in their 
positions, again followed by associate professors, assistant 
professors, and instructors. Female Rill professors identified 
more strongly with their institutions and would not leave 
them as readily its would associate and assistant profeSvSors 
(Crawford 1987). 

Interpersonal relationships 

Interpersonal relationships are important factors in establish- 
ing an appropriate working environment and in motivating 
people to do a good job. While women are typically consid- 
ered to be exceptionally good communicators, women faculty' 
working in community colleges reported greater difficulty 
in communicating their ideas to superiors, felt that they were 
less influential in terms of the ultimate outcome of the supe- 
riors decision, and said they were consulted less frequently 
than men faculty with whom they worked (Hollon and Gem 
mill 1976). Moreover, women typically are not permitted 
access to male networks that "effectively exclude wonien froni 
meaningful participation in the affairs of their institutions and 
rob them of a sense of belonging" (Hill 19B4b, p. 180). Unfor- 
tunately, "minority women are more likely than other women 
to be excluded from informal and scK'ial activities within their 
departments and institutions— sometimes by white women 



as well as by white anc .linority men" (Nieves-Squires 
1991, p. 5). 

Working conditions 

Female instaictors at community colleges in one study 
reported that they had less influence over their working con- 
uitions than their male colleagues (Hollon and Gemmill 
1976). Interestingly, these same women faculty were less 
likely to "marry their jobs" or view their professions as the 
source of major satisfaction in their lives. Another study of 
women faculty found that females representing traditional 
and nontraditional fields in 12 of Ohio's state-assisted insti- 
tutions generally perceived their working environments as 
satisfactory- (Crawford 1987). 

In terms of institutional setting, "women are generally more 
satisPed in institutions where the sexual composition reflects 
a 'less highly male-dominated milieu" (Hill 1984b, p. 179). 
(Tliis increased satisfaction, however, related only to the fac- 
tors associated with the job setting.) An analysis of responses 
from 1,256 men and women faculty who had completed their 
highest degrees within the previous 10 years concluded that 
"women in applied fields were likely to be slightly more sat- 
isfied with their departments (I.06) and institutions (1.09) 
and women in pure fields slightly less satisfied with their 
departments (-I.6I)" (Ethington, Smart, and Zeltmann 1989, 
p. 266). In selective liberal arts colleges, however, women 
in " 'pure' disciplines have atypically high departmental sat- 
isfaction (7.83), while women in 'applied' disciplines report 
uncommonly low levels of institutional satisfacrion (-10.08)" 
(p. 268). The lower level of satisfaction with the institution 
might be the result of the inconsistency created between the 
applied nature of the discipline and the general focus of the 
institution. 

Wlien the job satisfaction of African-American women with 
their working conditions is considered, the situation is not 
very positive. 

Black women, who have gained access to higher education 
and higher-paying positions, often find themselves in less 
than optimal work environments. The racist and sexist atti- 
tudes of colleagues can often result in less than satisfactory 
uvrk conditions and increased stress in the life of the black 
female professional, . . (Steward 1987, p. 3). 
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Hie faa that women from ethnic rr»inority groups tend to 
experience even more difficulty operating in higher education 
than their white female counterparts could account for their 
inadequate representation among the faculty. 

Discrimination against female professionals occurs when 
females of equivalent qualifications, experience, and per- 
formance as males do not share equally in the decision- 
making process [or] receive equal rewards[, such as] 
money, promotions, prestige, professional recognition, and 
honors li:hQodovQ 1971, p. 27). 

TTius, women who are located in jobs at the lower echelons 
of the organizational hierarchy and make less money than 
their male colleagues could be dissatisfied. And "when there 
are but a few women on a faculty, excessive demands are 
made upon them; not only must each fulfill the usual aca- 
demic requirements but she must serve as the token woman 
on all kinds of committees" (Graham 1971, p. 733). Certainly, 
this faa alone creates overload and job-related distress. 

Selected groups of women faculty employed at research 
and doctoral-degree-granting institutions have "unusually low 
levels of institutional and depanmental dissatisfaction'* (Eth- 
ington, Sman, and Zeltmann 1989, p. 267). Consequently, on 
the one hand, institutional officials at research and doctoral- 
degree-granting institutions need to pay attention to the fac- 
tors that contribute to or detraa from the job satisfaaion of 
the few women faculty they now employ if they wish to retain 
them. On the other hand, leaders at other types of institutions 
need to continue to monitor the job satisfaction of the women 
faculty at their institutions to ensure that rewards are readily 
available. 

Life-style Stressors 

To the uninformed, the illusion persists that faculty' members 
in colleges and universities are engaged in one of the least 
stressful occupations around; faculty have flexible working 
hours, leave home at odd times during the day, appear at their 
children's school functions during "normal" working hours, 
and are on campus for seemingly only a few hours. Not nec- 
essarily: "Academics have more flexible work schedules but 
are less able to leave their work at the office" (Biemat and 
Wortman 1991, p. 846). Moreover, one of the greatest chal- 



lenges faculty face is the balancing of endless academic 
responsibilities with their personal lives (Austin and Pilat 
1990). The relationship between job and home could ^e a 
condition of "seamlessness" that could "allow the job to 
become obtrusive and all-consuming" (Sorcinelli and Near 
1989, p. 59). In effect: 

Faculty members are likely to spend large amounts of time 
working at home. They tie vacations to their work by sched- 
uling them to coincide with leaves or conferences, vora- 
ciously read within and outside their discipline, and tend 
to socialize with other academics (Sorcinelli and Near 1989, 
p. 59). 

In reality, most faculty work quite hard, an average of at 
least 50 hours each week (Clark, Corcoran, and Lewis 1986); 
however, "women faculty are likely to work 80 or more hours 
per week" (Hensel 1991, p. 49). Thirty-five of these hours 
are focused on housework and children; compared to men, 
who average seven hours per week in the home, women are 
clearly at a disadvantage (Hensel 1990). When the family 
includes small children, the woman's work week is astronom- 
ical. Women in working couples without children or whose 
children have left the nest spend five to nine hours more per 
week on housework than their husbands, but when infants 
and preschoolers enter the picture, women work 16 to 24 
hours more per week than men. Women who have children 
under the age of three work an average of 90 hours per week 
(Scarr, Phillips, and McCartney 1989). 

While all faculty members in higher education have to bal- 
ance their personal and professional lives, women faculty usu- 
ally have primary responsibility for multiple "jobs" (spouse, 
parent, teacher, researcher, committee member, mentor, 
adviser, housekeeper, cook, and chauffeur, to name a few) 
and often have to give up leisure time and sleep (Hensel 
1991; Sorcinelli and Near 1989) to meet the needs of others. 

Women do not have a wife at home who will handle house- 
keeping and child care responsibilities. Nor do they have 
a wife who dei^otes a significant portion of her time to her 
mate's career If a uK)man is married, it is likely that her 
husband has a career of his own and has little time to sup- 
port his wife's career. . . . It is said that a professorship is 
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a two-person career. When a woman is in the position, it 
is a oneperson career and the one person may be psycho- 
logically divided between home and career {Wqv\sq\ 1991, 
p. 9). 

Although "stress can be the spice of life, if we handle it 
right" (Gmelch 1988, p. 139), life-style stressors, when left 
unchecked, often lead to burnout, overload, imbalance, ulcers, 
and heart disease. Many researchers "equate burnout with 
stress, connect burnout with an endless list of adverse health 
and well-being variables, and suggest it is caused by the 
relentless pursuit of success" (Burke 1987, p. 252). Frequently, 
'"emotional exhaustion" is the primary' cause of burnout 
(Burke 1987). 

Unfortunately, women faculty can rarely expect consolation 
and/or assistance &*om their colleagues or their institutions, 
because the majority' of higher education's leaders (typically 
white, married males) have never had to deal with such over- 
whelmingly complex life-st>des. Thus, it is important to iden- 
tify the primary Iife-st}de stressors that add complications to 
the lives of women faculty. Unfortunately, little information 
exists when it comes to the stressors women faculty in higher 
education experience (Gmelch, Lovrich, and Wilke 1984; 
Gmelch, Wilke, and Lovrich 1986), and more research in this 
area is definitely needed. "This panel of x'ariables [extraor- 
ganizational ones, including the interaction of family, life, and 
organizational stress] is almost never examined. Instead each 
life domain is treated as a closed system and the interaction 
of work and family has been largely ignored" (Burke 1987, 
p. 258). It is hoped that, when armed with empirical evidence 
from ftiture research studies, institutional officials will begin 
working to identify ways of providing services and support 
so more women will choose teaching as a career. 

Family demands 

Tile relationsliip between work and family can be described 
in three different ways (Glowinkowski and Cooper 1987). 
First, sfnllover occuvs when events at work affect the family 
and vice versa; in most instances, spillover into family matters 
occurs when the environment at work is negative. In effect, 
"when work was important to an individual, conflict between 
tlie two environments was more likefy than when work was 
less important. . . . When work is not important, there will 
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be less spillover of negative work outcomes" (p. 190). Second, 
compensation could occur when the individual attempts to 
make up for deficits in one area by maximizing the other. 
Third, some people manage to keep work and family rela- 
tionships independent {ox segmented [Sorcinelli and Near 
1989] ). Given the desire of women faculty to succeed in their 
chosen profession, it is easy to see why family and work issues 
tend to overlap. 

Clearly, having a spouse and one child, or several children, 
creates demands on men and women feculty alike, but the 
pressures that women face are decidedly greater (Glowin- 
kowski and Cooper 1987), because society still considers 
ihem primarily responsible for the family. If it were easy to 
balance the competing demands of work and femily, more 
women with families would have been promoted to full pro- 
fessor and to executive-level positions in higher education, 
but very few successful women (but most successful men) 
are married with children (Hensel 1991). When women chal- 
lenge tradition and try to combine work and femily, depres- 
sion often results, because "employed mothers feel a more 
intense sense of responsibility or guilt with respea to their 
children's problems" (Baruch, Biener, and Bamett 1987, 
p. 133). 

Unfortunately, "equal status outside the home seems not 
to translate into equal sharing of responsibilities within the 
home and . . . women, more than men, are critical of their 
performances as spouses and parents" (Biemat and Wonman 
1991, p. 858). Ironically, men often feel more positive about 
their wives' parenting and abilities as spouses than women, 
and men are more often positive about their wives' ability 
to balance their multiple roles than women. 

Marriage and family are easier for men to handle. 



// women bear primary) responsibility for the family, that 
responsibility^ is reduced for men, leaving their side of the 
personal/professional equation relatively manipulable. Men, 
even if married and with children, can increase or decrease 
their civic responsibilities, cultural pursuits, even engage- 
mertt in family affairs to adjust to demands of ''the work " 
. . . Thus, what is for men a matter of tension between two 
realms, a conflict requiring shifting emphases and continu- 
ing compromise, becomes for women more nearly a choice 
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--either ''the life'*ot ''the w;or;fe" (Aisenberg and Harrington 
1988, p. 108). 

Marriage and children. Clearly, marriage and children add 
numerous dilemmas to the professional equation for women 
faculty. "Marriage is bad for women's careers'' (Crawford 1982, 
p. 90) and a point of contention that creates inner struggles 
and conflicts for women professionals (Amatea and Cross 
1981; Benton 1986; Crawford 1982; Villadsen and Tack 1981). 
Not only do women have to be concerned about their respon- 
sibilities for domestic chores and societ>''s stereotypical views 
of a "woman's place," but they also must perform expertly 
in all dimensions of the faculty position. Moreover, "the mon- 
etary success of a professionally employed wife thus seems 
to carry a price: the loss of perceived competence as a spouse 
in both partners" (Biemat and Wortuian 1991, p. 854). 

Competing claims of the personal and the professional 
realms loom in prospect for the young woman, take a beunl- 
dering variety of shapes while a career is in progress, and 
finally form a pattern that prods the older woman to ask 
whether she had tnade the right choices (Aisenberg and Har- 
rington 1988, p. 107). 

Professional women have experimented with a variety of 
strategies for handling "the life and the work," for example, 
marrying early or marrying late after establishing themselves 
in "the work." Some women choose simply to deal with "the 
work" by forfeiting marriage and children entirely (Aisenberg 
and Harrington 1988; Marshall and Jones 1990). Women who 
choose to marry and have children are often "forced to lead 
two separate entire lives simultaneously. . . . They end up 
squeezing two lives into one through superhuman effort" 
(Aisenberg and Harrington 1988, p. 117). These women 
simply have to hope that personal or family illness or finan- 
cial problems do not surface because they have no margin 
of error. 

Dual-career families. Typically, "the family follows the man 
because traditional mores dictate that he is the principal wage 
earner" (Aisenberg and Harrington 1988, p. 124). Women, 
on the other hand, are often unable to capitalize on oppor- 
tunities to advance their careers because of geographic immo- 
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bility created by the priority placed on their husbands* careers 
(Marwell, Rosenfeld, and Spelerman 1979; Sagaria 1988), and 
changes in position **are the principal mechanism for increas- 
ing earnings, status, and authority" (Sagaria 1988, p. 305). If 
women are unable to relocate, their chances of increased job 
satisfaaion and career advancement diminish substantially. 
Although in some nontraditionai marriages the husband fol- 
lows the wife's career, he often loses prestige and opportu- 
nities for advancement because of his willingness to support 
his wife's ambitions. Sadiy, some suggest that couples are 
happiest when the man's career takes precedence (Biemat 
andWortman 1991). 

Another stressor on a dual-career marriage is the compet- 
itive spirit that often exists between the partners. Frequently, 
if the woman is more successful than her husband, fnsion 
erupts, fed by societal norms that do not give women the right 
to ^'trample on the image of the subordinate wife by forging 
ahead of the husband" (Sekaran 1986, p. 30). In probably 
more instances than have been documented, women com- 
promise advancement in their careers to eliminate risks to 
their marriages and families. While healtny competition can 
be energizing and increase productivity, left unchecked, com- 
petition can be a major problem for dual-career couples. 

Men and women faculty in dual-career marriages in one 
study turned to relatives, typically their own spouses, for sup- 
port (Lloyd et al. 1982). Not surprisingly, other dual-career 
couples tended to be involved in their own networks but also 
relied on single people, couples where only one spouse 
worked, and dual-career couples. Interestingly, husbands' sat- 
isfaaion with the marriage was linked to the supportiveness 
of the network, whereas for wives it was related to closeness 
and satisfaction with the network. "Perhaps the presence of 
network support helps to 'make up' for this decreased spousal 
support for the husband and thus helps to enhance his feel- 
ings of satisfaction" (Lloyd et al. 1982, p. 11). 

The commuting marriage. The dual-career marriage fre- 
quently transforms itself into a commuting marriage so both 
spouses can enjoy the benefits of a successful professional 
career. In 1982, an estimated 700,000 couples were involved 
in commuting arrangements, with more than half of them 
involving academics, and ''the percentage is probably con- 
tinuing to grow" (Hileman 1990, p. 119). The widespread inci- 
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dence of commuting relationships in academia is predictable, 
given flexible scheduling that affords summer and intermittent 
vacations so couples can spend some sustained time together. 

Because some institutions of higher education have rules 
concerning nepotism that prevent husbands and wives from 
being employed at the same college or university, commuting 
marriages are often the only vehicle available for both spouses 
to find fulfilling jobs in their areas of specialization (Hileman 
1990). Typically, the woman benefits the most fr"om the com- 
muting life-style— and it is she who bears the brunt of the 
social stigma for not being a "traditional" wife. 

In addition to representing a "socially deviant" life-style, 
a commuting marriage creates enormous emotional and finan- 
cial costs too high for most married couples to manage. The 
emotional costs are frequently associated with the feelings 
of loneliness and anxiety created by lengthy periods of phys- 
ical separation, problems associated with their reacquaintance 
as a married couple, particularly for women, and the absence 
of a support structure of friends and family because the cou- 
ple wants to spend available time together rather than sur- 
rounded by others (Hileman 1990). In effect, most commut- 
ing couples compartmentalize their lives by *v ^using solely 
on work when they are apart and exclusively on each other 
when they are together. Finances are frequently a major issue, 
for the couple maintains two separate residences, spends 
thousands of dollars on travel, and pays extraordinarily high 
telephone bills to keep up with each other. 

While the viivorce i-ate for commuting couples is no higher 
than for coupi^s who live together, men are typically more 
dissatisfied with the commuting life-style than are women 
(Hileman 1990). Perhaps this phenomenon can be explained 
by the facts that men in commuting relationships have to han- 
dle more domestic tasks (which they frequently dislike) and 
that they are not as likely as women to establish new friend- 
ships when they live alone. 

Household responsibilities 

When asked who took care of the household and who did 
the outdoor maintenance, "an encouraging one-quarter of 
men [recorded] themselves as contributing equally, (but) 
three-quarters of all women [had] to add major domestic 
responsibility to their other work, thus reducing the hours 
available for reading, writing, research, or professional updat- 



ing" (Wilson and Byrne 1987, p. 137)— certainly important 
activities in the academic environment. 

How do faculty in a dual-career marriage handle household 
chores? Women usually spend more time on such tasks: 

Tasks are divided along traditional lines in these couples: 
Wires spend significantly more time than husbands , , . on 
child care, laundry, meal preparation, housekeeping and 
food shopping; husbands spend significantly more tirne with 
lawn care {Seehovg 1990, p. 78). 

Regardless, husbands are more likely to spend time on house- 
hold tasks than they are on child care (Biemat and Wortman 
1991). As the woman's educational level and income increase, 
the difference in time spent on household chores by both 
husband and wife decreases (Seeborg 1990). This change in 
responsibilities could occur because women have more 
"power" in the family by virtue of their increased educational 
and financial status or because they married nontraditional 
husbands (Sekaran 1986). 

Child care 

Women cannot resolve the conflict between home and career 
without a supportive husband and a fulfilling job; interest- 
ingly, male professors more frequently "engage in mutually 
supportive behaviors'' than males in other professions (Sek- 
aran 1986, p. 37). Nevertheless, "a husband's time at work 
is the strongest and most consistent associate of child-care 
involvement of both spouses and of the wife's relative to her 
husband's" (Biemat and Wortman 1991, p. 856). When fathers 
are involved in child care, they are usually "babysitting" (a 
term mothers rarely use when describing their involvement 
with their children) or most likely involved in "interactive 
play" with them (Biemat and Wortman 1991). Moreover, 
when children are part of the equation, husbands seem more 
willing to help around the house: 

Children may be the main hindrance to a faculty mem- 
ber's research productivity [, for] children's needs cannot 
be postponed in favor of deadlines, as is the case with 
housekeeping or laundry. Thus, a supportive spouse is 
especiaUy important for a faculty member with children 
(Seeborg 1990, p. 82). 
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As the earnings of the woman faculty member increase, 
a subsequent decrease occurs in the man's involvement in 
child care, perhaps as a result of the woman's guilt and her 
resulting desire to make up for this disparity in income. Wliile 
modem fathers appear to be more involved and responsible 
for the care of their children than in the past, they are still 
involved primarily on the periphery (Biemat and Wortman 
1991;Sekaran 1986). 

Elder care 

"In addition to career responsibilities, elder care is being 
added to the woman's traditional role of wife, mother, and 
homemaker" (Anglis 1990, p. 59). Middle-aged daughters are 
assuming the responsibility of caring for elderly parents, a 
situation that has added significant commitments of time to 
their already busy schedules (Archbold 1983; Brody et al. 
1987; Naisbitt and Aburdene 1990; Sherman, Ward, and LaGory' 
1988; Wmfield 1987). Women in their mid-40s to mid-50s are 
referred to as the "sandwich generation," frequently having 
to care for both young children at home and elderly parents 
in distant cities vAvo need time and attention— a situation 
that adds confliaing demands on an already overcrowded 
life-style. 

Physical and mental bealtb 

"Accumulating roles [seems] to have health benefits, up to 
some point. Women with few roles or with numerous ones 
[tend] to have poorer health than women with 'several'" (Ver- 
brugge 1983, p. 17). Multiple roles do not automatically mean 
role conflia (Thoits 1983); in faa, "the lowest levels [of 
stress] are found among women who have the most complex 
role configuration, i.e., those who are simultaneously married, 
employed and parents" (Kandel, Davies, and Raveis 1985, 
p. 73). Moreover, having multiple roles "increases opportunity 
for vSatisfaaion" (Hammond 1988, p. 17). 

Midtiple roles also provide legitimate excuses for failing to 
meet normal obligatiom; the competing dema?ids of other 
roles may be cited [And] multiple roles buffer the actor 
against the consequences of role failure or role loss. The 
actor has other involvements upon which to fall back (Thoits 
1983, p. 184). 
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'Women with multiple roles end up with more duties, time 
pressures, and stresses [, increasing] their risks of acute and 
chronic health problems and [decreasing] their ability to 
spend time on health problems" (Verbrugge 1983, p. l6). But 
while women have more symptoms, men actually have poorer 
overall health. 

Full-time employed people are much healthier than others. 
They have better self -rated health, fewer daily symptoms and 
chronic condition:,, notably fewer restricted-activity days, 
fewer job limitations, less medical care, less curative drug 
use, and less prescription w^e (Verbrugge 1983, p. 21). 

Apparently, multiple roles add focus and definition to life 
(Thoits 1983, p. 175). If a person has too many roles, however, 
overload, burnout, and strain are usually the results. 

On the positive side, ''employment and marriage are related 
to good physical health" (Verbrugge 1983, p. 16), and "people 
with the fewest family roles (nonmarried nonparents) have 
the poorest health profile" (p. 23). For men faculty, being 
married and having a family are factors that indicate maturity 
and a well-rounded personality. As noted earlier, however, 
women faculty are not so fortunate, because they typically 
have to make choices if they want to succeed in higher edu- 
cation. While one researcher found that "the combination of 
job and family roles has no special effect, positive or negative, 
on health" (Verbaigge 1983, p. 25), the addition of multiple 
roles typically creates distress. Fonunately, even though 
women experience higher levels of distress than men, as they 
age, achieve higher levels of education, and earn higher sala- 
ries, their levels of distress decrease (Thoits 1983). 

On the contrary, perhaps working women have "less robust 
mental health than men not simply because they take on an 
additional number of tasks at home but more importantly 
because they are overwhelmed by the incessant demands of 
their children, which they constantly try to meet" (Sekaran 
1986, p. 29). Their level of stress is also increased because 
they cannot make a complete commitment to their work or 
their careers (Sekaran 1986). Perhaps improved mental health 
occurs only for women whose husbands help with the work 
created by the family (Baruch, Biener, and Bamett 1987). 

Given the faa that women in the same work situations 
could experience different stressors (Burke 1987), it is not 
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surprising that their reactions to extreme distress are typically 
misunderstood. A study of 58 matched pairs of men and 
women faculty found that 'Temale . . . faculty report more 
anxiety, stress, loneliness, and recurrent physical illness" than 
men faculty (Thoreson et al. 1990, p. 204), but this finding 
could be accounted for by the fact that women might be more 
aware of internal stressors, might be more inclined to disclose 
their feelings, or might aaually experience more stress. 

Summary 

The literature both supports and refutes the claim that gender 
affects faculty members' job satisfaction; on balance, however, 
it appears that job satisfaction for women facult>^ is less than 
for men faculty. Apparently, some faaors in the academic 
environment are not conducive to maximum productivity or 
to job satisfaction for women. It appears that women have 
heavier teaching and advising loads, which leads to insuffi- 
cient time for research and to considerable strain. Tliis incli- 
nation toward teaching for women also has a direct, negative 
effect on the receipt of rewards, such as salary, academic rank, 
and tenure. 

Women faculty make lower salaries than their male col- 
leagues, are typically not tenured, are clustered in the lowest 
academic ranks, can be found primarily in part-time positions, 
are employed in typically "feminine" disciplines, and are not 
usually employed at the most prestigious research-oriented 
institutions. Moreover, they believe that their superiors or col- 
leagues do not value their input, and they are, more often 
than not, excluded from professional, male-oriented networks. 
In addition, women faculty believe they have no control over 
their working conditions, although they usually fare better 
when they work in institutions that are less highly dominated 
by men. Women faculty also believe they have to prove them- 
selves over and over again before their colleagues can accept 
them and before they can achieve appropriate recognition. 
Perhaps this tiresome job of continually having to reaffirm 
their competence leads them frequently to question their 
qualifications and abilities to get the job done. It as possible 
that issues other than gender contribute to women faculty 
members' inability to attain equal status with men in the acad- 
emy; on this point, additional research needs to be conducted. 

Undeniably, marriage, parenting, caring for elderly parents, 
and domestic responsibilities create major obstacles to pro- 



ductivity for women faculty (Benton 1986; Crawford 1982; 
Villadsen and Tack 1981). Some women "view the joint com- 
mitment to the roles of wife and mother and professional 
career woman as a barrier [that] will prevent women from 
moving into and through the occupational world as equals 
with men" (Amatea and Cross 1981, p. 5). 

Ideally the women at the university should represent a vari- 
ety oj lije-styles, just as the male Jacult}' members do. Some 
should he dedicated, and probably single, scholar teachers, 
and others should he women who manage successfully to 
cope with the demands of academic life and oj home and 
family (Gvdhmia 1971, p. 732). 

Clearly, neither women nor men should have to choose 
betv.^een family and career but should be encouraged to have 
both, if they wish (Hensel 1991). 

Overall, "both male and female faculty [report] similarly 
high levels of satisfaction with their personal and professional 
life . . . and overall satisfaction with [the] academic role" 
(Tlioreson et al. 1990, p. 207). Because the challenge of bal- 
ancing work and family responsibilities is so ovenA'helming, 
however, many married women, including women faculty', 
compromise their lives by diluting their professional ambi- 
tions and assuming part-time faculty- positions or by working 
at a "teaching'' rather than a "research" institution. Single 
women faculty also frequently forfeit m.arriage and families 
to achieve their goals. Regardless, such sacrifices are unjust 
and unnecessary'. 

Leaders in higher education must respond to the changes 
in society and the work force that have affected women faculty^ 
members' lives. 

Although there is no clear evidoice, some administrators— 
in iudustiy even more than in academia —believe that 
addressing the changing needs of individuals and their fam- 
ilies will yield advantages in recruitment, retention, pro - 
ductivit}', and morale. If so, itistitutiofis of higher education 
need to assume a role in helping junior— as well as other f— 
faculty to] accommodate the competing demands of their 
careers and personal lives (SovcineWi and Near 1989, p. 78). 

Higher education officials should now be striving to de- 
velop rewards for women that will ensure greater job satis 
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faaion for them and, subsequently, greater productivity. The 
small number of women who are associate and full professors 
reflects the serious lack of progress women have made in the 
academy (Gappa and Uehling 1979). Clearly, higher education 
cannot afford to allow women, who represent such a large, 
relatively untapped resource for the academy, to work at less 
than peak performance, to be dissatisfied with any aspect of 
their work lives, or to be stressed to the limit because of 
numerous life-style stressors. Moreover, given the faa that 
"the proportion of women doaorates v i ^ teach declined 
from 53 percent to 42 percent during . . . 1977 [to 1988] " 
CTh.D.s for Women Up" 1990, p. 4), immediate action must 
be taken to make a career in higher education more attractive 
to women with doctorates. Unquestionably, then, strategies 
for enhancing job satisfaction as a means of improving the 
recruitment and retention of women faculty, for making the 
faculty position a more attractive career option for females, 
and for eliminating dissatisfying factors in one's job need to 
be developed and implemented if equity' in the workplace 
is in fact to become a reaiit^^ 

While women's overall status in the faculty' ranks has 
changed relatively little over the past two decades, more 
women are in faculty' positions and involved in research and 
publication (Astin and Snyder 1982). 

Academic men and women today are treated more nearly 
on a par. Women are better represented on campus. Even 
though there are still discrepancies in rank andsalaryf, the 
gap has diminished considerably. There is a better balance 
between teaching and research for both men and women. 
Women engage in research and publication to a greater 
extent now than they did in the early 1970s (Astin and 
Snyder 1982, p. 31). 

Perhaps a glimmer of hope exists that some day women will 
be able to achieve all they are capable of achieving in the aca- 
demic environment. 
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Without a doubt, the small number of minority faculty in 
higher education has become an important national issue. 
During academic year 1987-88, of the 489,000 full-time, reg- 
ular instructional faculty in institutions of higher education, 
21,000 were Asian, l6,000 were African-American, non- 
Hispanic, 1 1,000 were Hispanic, and 4,000 were American 
Indian (U.S. Dept. of Education 1991). The percentage for 
Asian- American, Mexican-American Puerto Rican, and His- 
panic facult>' has increased in the relatively recent past. From 
1975 to 1984, for instance, the percentage of Asian males in 
higher education increased from 2.2 to 3.1, the percentage 
of Asian females from 1.4 to 1.5 (Andersen, Carter, and Malizio 
1989). During the same time, the total percentage of male 
and female faculty who were Mexican-American, Puerto Rican, 
and Hispanic increased from 0.4 to 1.2 (males) and 0.1 to 1.1 
(females) (Andersen, Carter, and Malizio 1989). For American 
Indiaii and African-Anierican faculty, however, the percentages 
declined— from 0.1 to 0 for American Indian males, from 0.2 
to 0 for American Indian females, from 2.5 to 1.8 for African- 
American males, and from 4.6 to 3.6 for African-American 
females (Andersen, Carter, and Malizio 1989). 

When armed with supporting information, institutional offi- 
cials can often create an environment in which change can 
flourish, and the success of minority faculty can be the out- 
come. Consequently, this section focuses on the faaors that 
affect the job satisfaction of minority faculty, specifically, the 
status of minorities in the faculty ranks and the need for 
increasing their numbers. Moreover, it provides information 
about the attitudes and perceptions of minority faculty regard- 
ing their satisfaction with salary, promotion and tenure, the 
work environment and working relationships, and racial cli- 
mate. Unfortunately, research and writing about minority fac- 
ulty other than African -Americans are lacking, making it nec- 
essary to use examples about African-Americans to emphasize 
certain points. 

The Need for and Status of Minority Faculty 

Minority faculty^ members are caicial to the personal and aca- 
demic success of minority students. African-American students, 
who have decried the absence of African-American profes- 
sionals in all roles on white campuses (Astin 1982; Burrell 
1980; Jones 1979), need to see African-Americans in faculty 
positions, serving as role models and spokespeople for their 
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race (Smith et al 1986). "The absence of adequate black role 
models that function in both traditional and nontraditional 
roles tends to place great stress on black students" (p. 56). 
African-American faculty^ members can encourage students' 
professional growth and steer students toward career advance- 
ment (Smith ct al. 1986). And they can assist African-American 
students in adjusting to white campuses, where they are often 
isolated or alienated (Vontress 197 1 ) and experience some 
hostility from whites. Some African -American students feel 
niore comfortable speaking to African-American facult)^ about 
personal problems and academic concerns because their cul- 
tural and social backgrounds or ideologies are the same. Like- 
wise, Hispanic, Asian, and Native American students need fac- 
ulty' of their ethnic background to ser\'e as role models, 
advisers, and mentors. 

Minority' faculty, especially at predominantly white insti- 
tutions, can encourage minority' students to achieve and main- 
tain a sense of dignit^^ "Institutions of higher learning gen- 
erally lack an environment that reinforces a sense of dignity- 
for black students" (Smith et al. 1986, p. 55). Furthermore, 
more Afric^an-American facult^^ members are needed in higher 
education, because African -American students believe that 
the absence of African -Anierican faculty' parallels their own 
low status on campus (Smith and Zorn 1981). Aiid it is likely 
that the experiences of students and faculty from other minor- 
it)' groups are similar. 

The presence or absence of niiuority' faculty members in 
graduate and professio?iaI schools is a good injonnal indi- 
caior of an institution 's overall commitment to equal oppor- 
tunity for minorities in higher education. If an institution 
cannot recruit, employ, and tenure a critical mass of minor- 
ity facility ynembers, it is ?20t likely that the same institution 
will be successful in recruiting retaining and graduating 
a significant number of minority students at any level 
(Eppsl989, p. 24). 

Tlie graduate experience for African -.American students 
underscores the importance of mentors. 

This trainifig is accomplished most often through mentor 
relationships with professors: that is, studefits link up with 
jaculty members through res'^arch and teaching assistant- 




ships and learn the ''tricks of the trade " The professor thus 
becomes a ''role modeV for the student. Moreover, a mentor 
can smooth out bumps and rough spots on the graduate 
journey, thus facilitating a student's passage through and 
eventual graduation from graduate or professional school. 
Unfortunately, many black students do not have the oppor- 
tunity^ to experience such a relationship, . , .Asa conse- 
quence, blacks are denied a valuable source of financial 
support, practical experience in research and teaching and 
socioemot tonal support. . . . The final result}" More black 
students drop out, either terminating their studies with inter- 
mediary degrees (e.g., M.As rather than Ph.D.sj or simply 
leaving with no degree (Hall and Allen 1983, p. 57). 

Another consequence of employing only a few minority 
faculty members is the lack of opportunity for white students 
to Interact with minority faculty members. Clearly, taking a 
course with a minority instructor is the best way for white stu- 
dents to overcome their prejudiced misconceptions about 
the intellectual capabilities of minorities. To the degree that 
experience is the best teacher, no substitute exists for inter- 
action of this kind.* Finally, the low number of minority fac- 
ulty decreases the chances for interaction among minority 
and white faculty. Such communication allows white faculty 
to gain a better understanding of minority cultures and fosters 
collegiality.* 

Minority academicians should be involved in research and 
development for several critical reasons (Frierson 1990). 

Black [and other minority] faculty* members bring a per- 
spective based on their experiences and backgrounds that 
makes for a more heterogeneous campus. Their presence 
effectively serves to debunk the myth that scholarship and 
academic excellence are the sole province of white faculty^ 
(Har\'ey and Scott Jones 1985, p. 70). 

In addition, minority faculty can serve as role models in the 
research arena for their minority colleagues, proving that 
minority' faculty can be good scholars in higher education. 
And through their research, minority faculty can identify vari- 
ables that affect the recaiitmcnt, retention, and graduation 
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of minority students and could cause institutional officials 
to re\dew and revise policies and procedures. 

As netjer before, more mvolvement and more black edu- 
cational researchers are needed in the efforts to address 
the myriad problems that beset US, education, . . . The impli- 
cations of educational research are wide rangifig for stud- 
ies conducted by educational researchers can affect all 
forms of education relative to blacks and other Americans, 
and thus there is a need for more involvement of black edu- 
cational researchers {^Vxx^x^oVi 1990, p. 12). 

Attitudes and Perceptions of Minority Faculty 
About Job Satisfaction 

The topic of job satisfaction for minority' faculty has gained 
some momentum recently. Three studies since 1988 involving 
large numbers of African-American respondents have focused 
on the topic (Logan 1990, w::h an Nof 273, or 77 percent of 
those sur\^eyed; Office of Instructional Research 1990, with 
an /V of 413, or 39 percent of those surveyed; Silver, Dennis, 
and Spikes 1988, with an Nof 523, or 55.2 percent of African- 
American faculty' members sur\'eyed). Because much of the 
information in this section comes from these three studies, 
information about the research methodologies used is also 
included. 

Logan s study sought to determine the level of job satis- 
faction of African- Anierican faculty at 28 four-year, state- 
assisted predominantly African-American and predominantly 
white institutions in the Southern Association of Colleges and 
Schools accreditation region. She mailed a demographic ques- 
tionnaire, the Job in General scale, and the Job Descriptive 
Index to 355 African-American subjects. Of the 1,987 African- 
Anierican faculty at the 13 predominantly African-American 
institutions, 208 received th- sur\'eys, and all 147 African- 
American faculty' members at the 15 predominantly white 
institutions were invited to participate. Of the 355 instruments 
distributed, 273 were returned. For African -American faculty 
at the predominantly white institutions, 125, or 85 percent 
of the instruments, were returned; for African-American faculty' 
at the predominantly African-American institutions, 148, or 
71 percent of the instruments, were returned. 

In the 1990 study of African-American faculty' and admin- 
istrators in the commonwealth of Virginia, 413, or 39 percent. 



of the 1,054 participants returned the Black Instruaional Fac- 
ulty and Administrators Satisfaaion Survey. The purpose of 
the study was to assess the subjects' satisfaaion with such vari- 
ables as retention and recruitment, affirmative action, pro- 
motion and tenure, and the environment that existed in the 
community and city. Faculty and administrators at doctoral- 
degree-granting four-year traditionally black institutions, four- 
year traditionally white institutions, and community colleges 
were included in the study. 

The third study, commissioned by the Southern Education 
Foundation (Silver, Dennis, and Spikes 1988), used the Ques- 
tionnaire for Facult>^ of Public Higher Education Institutions 
to study characteristics, experiences, and perceptions of 
African-American faculty in traditionally white institutions in 
seleaed states. Of the 948 eligible African-American faculty, 
55 percent responded, however, only 474, or 50 percent, of 
the respondents identified their ethnicity as "black." There- 
fore, the analyses in the report were based on the response 
of the group of 474 respondents. 

By reviewing the research findings from these three studies 
and others that have focused on the job satisfaction of minor- 
ity facult>^ one can begin to understand the challenges faced 
by minorit}^ faculty members in U.S. higher education. To 
comprehend the magnitude of the problems that exist, it is 
important to understand the issues associated with overall 
job satisfaction as well as satisfaaion with factors like salary', 
promotion and tenure, the work environment, and racial 
climate. 

Overall Job Satisfaction 

Historically, faculty members across the country ha\'e es- 
Doused feelings of good will and enthusiasm toward their 
work (Willie and Stecklein 1982). Nearly 82 percent of all 
instructional faculty at four-year, public, comprehensive insti- 
tutions were satisfied with their jobs overall (American Asso- 
ciation of State 1990). But regarding job satisfaction: 

...it appears that as a group, black faculty> are less satisfied 
with their college/miirersit}> positions than are white faculty. 
. . . Black faculty, relative to whites, perceive themseWes to 
be less respected, to receive less satisfaction frow their posi- 
tions, and to have less certain employment futures (Davis 
1985, p. 90). 
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These conclusions come from a study limited to African- 
American faculty in social work departments; however, the 
following perceptions developed before the study on African- 
American faculty at traditionally white institutions were found 
to be true: 

1. In the areas of salar>^ promotion, and tenure, a s:gnifK:an: 
portion of African -American faculty' members perceive 
they are unfairly treated. 

2. With respect to salary and advancement, African-American 
faculty members perceive more inequity than do whites. 

3. African-American faculty- members are generally not sat- 
isfied with their work environment. 

4. African -Americans do not perceive that they are in the pro- 
fessional mainstream at their institutions. 

5. As 9 result of relatively recent entry into the academy, 
African-American faculty members hold a different view 
about the factor important to career advancement than 
do white faculty members (Silver, Dennis, and Spikes 
1988, p. 13). 

Salary 

Salary is an essential career barometer for faculty- (Silver, Den- 
nis, and Spikes 1988) and affects the level of teachers' morale 
(Rempel and Bentley 1970). Further, the "perceived inequities 
in wages and salaries tend to contribute more to work dis- 
satisfaction than the exact amount of pay ' (K'ancevich and 
Donnelly 1968, p. 176), and the highest level of job dissat- 
isfaction is with the appropriateness of the particifj>ants' salary 
(Silver, Dennis, and Spikes 1988). hs shown in table 3, 41.5 
percent of the respondents either "strongly disagreed'' or "dis- 
agreed with reservations" that their salary was appropriate 
for their rank and experience. 

Not surprisingly, many predominantly white colleges have 
sought and attracted the best-educated African-American schol- 
ars with salaries that are superior to those offered at predom- 
inantly African-American institutions (Moore and Wagstaff 
1974), thus creating major personnel problems for the African- 
American colleges. "It is widely acknowledged that most black 
schools suffer from serious shortages of funds and employ 
underpaid faculties . . . '' (Fleming 1984, p. 15). In the staig 
gle to keep tuition competitive, frinds available for facult}^ at 
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African-Aiiierican colleges are at a minimal level (Bowles and 
Decosta 1971; Jones and Weathersby 1978). 

The salary' structure in most black colleges is noncompetitive 
with white colleges, even within the same state a?2d often 
within the safne system of higher education, . , , It is difficult 
to find a black college in the nation that pays competitive 
faculty salaries with its white counterparts 1982, 
p. 10). 

Logan, however, found no significant difference in the level 
of satisfaction with salary' for African American faculty' at pre 
dominantly African-American or at predominantly white insti- 
tutions. Tlie salaries of faculty at the predominantly African- 
American institutions were competitive with the salaries of 
facult\' at prcdominandy white institutions. Specifically, 49 
percent of the respondents earned $25,000 to $34,999, 6.9 per 
cent were paid $45,000 or more, and only 7.8 percent earned 
$19,999 or less. The average salarv' for African- American faculty 
at predominantly African American institutions was $33,520, 
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the average salary for those at predominantly white institu- 
tions $32,335. Further, the salary faculty received affected their 
satisfaction with present pay (Logan 1990). With the exception 
of those earning $29,999 or less, African-American faculty with 
higher salaries reported higher levels of job satisfaaion. 

In the study in Virginia, "approximately 70 percent of all 
respondents perceive both their initial and current salaries 
as somewhat commensurate with their experience and duties, 
although women felt less satisfaaion with their initial salaries 
than did men" (Office of Instruaional Research 1990, p. 7). 
When African-American faculty and administrators were asked 
whether they agreed that there were "inequities in salary'' 
or whether they thought salary inequities existed at their insti- 
tution, the overall mean was 1.64, using a scale of 0 = not at 
all and 3 = very^ much. Interestingly, faculty perceived less 
inequit}' in salaries than administrators. 

In terms of salary differentials for faculty representing dif- 
ferent ethnic minority groups, no comparative statistics sur- 
faced in the literature. This void is not surprising, as African- 
Americans were the predominant minority^ group involved 
in higher education until the beginning of the last decade. 

Promotion and tenure 

Promotion and tenure are also excellent indicators of success 
for faculty (Silver, Dennis, and Spikes 1988), and low job sat- 
isfaction is frequently associated with limited opportunities 
for advancement through the ranks (Bureau of Institutional 
Research 1974). "The tenure rates of minority faculty continue 
to be lower than [those] of whites" ("Minorities in Higher 
Education" 1992, p. 10). Of all groups, including American 
Indians and Asian-Americans, African-Americans are the least 
likely to be tenured (Maxwell 1981). Further, whites are twice 
as likely as African-Americans to be tenured (Moore and Wag- 
staff 1974; Rafky 1972). In 1988, only 46 percent of African- 
American faculty at public four-year, comprehensive institu- 
tions had earned tenure, compared to approximately 88 per- 
cent of white, Hispanic, and Asian faculty at the same t^pes 
of institutions (American Association of State 1990). 

Jn the ''up to 5 years'" category, 89^6 percent of the black 
faculty have not been tenured: in the "5 to 10 years'' cat- 
egory, 75.9 percent have not been tenured: in the "10 to 
15 years'' category, 49 percent have not been tenured: and 
in the "15 or more years" category, 49.1 percent have not 




been (enured If there is a direct correlation between tenure 
arid job satisfaction, most of the black , . . faculty . . . 
possessed little or no job security (Silver, Dennis, and Spikes 
1988, pp. 44,51). 

In addition, more than one-quarter of the African-Americans 
in one study believed that African- Americans had to have bet- 
ter credentials than whites to be hired and granted tenure at 
an institution (Rafky 1972). Accordingly, promotion and ten- 
ure appear to be a "no-no" for African-Anierican facult>^ 
(Moore and WagstafF 1974). As one Ph.D. respondent stated, 
"Black professors with faculty status seem to be part of a 
cycling process. A maximum (quota) is maintained but no 
one stays the required five years, earliest date for tenure'' 
(Moore and Wagstaff 1974, pp. 136-37). Further: 

Many departments have nether hired more than a single 
black person. In several instances, those blacks have become 
victimized by the revolving door syndrome. That is to say, 
theyf perform services to an institution, a department, or 
some other academic unit for a probationary period. At the 
end of that period, a decision is reached that said person 
has not met the requirements for permanence of position 
and is dismissed. That person is replaced by another black 
who goes through the identical process. Consequently, few 
blacks are ever awarded tenure in predominantly white 
institutions i:&i2iC\^^\\ 1983, pp. 67-68). 

At predominantly African-Anierican institutions, however, 
African-American faculty members are more likely to be 
tenured. For example, 64.3 percent of the African-American 
faculty' in one study were tenured at the predoniinantly 
African-American institutions, whereas only 29.3 percent 
were tenured at the predominantly white institutions (Logan 
1990). 

The greatest percentage of African-American faculty- 
members on predominantly white canipuses held the rank 
of assistant professor and, of the respondents initially hired 
at that rank, 64.3 percent said they had not been promoted 
(Silver, Dennis, and Spikes 1988). Even in the historically 
black colleges, both private and public, "Asian Aniericans and 
whites were more likeh' to he empkwcd as professors 
. . . and LUSscKiaie professors . . . than were blacks" (National 
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Advisory Committee 1980, p. 24). African-Americans were also 
underrepresented as assistant professors and constituted a 
larger proportion than whites or Asian-Americans only at the 
rank of instructor. 

During fall 1985, of all African-American, non-Hispaiiic 
faculty members, most (31 percent) were assistant profes- 
sors, 22 percent were associate professors, and 15 percent 
were full professors (U.S. Dept. of Education 1991). Inter- 
estingly, 28 percent of the total faculty were full professors, 
indicating a 13 percent discrepancy as far as African- 
Americans are concerned (see table 4). Further, most 
African-American faculty members in Logan's study were 
assistant professors (i.e., 33 percent were assistant professors 
at the predominantly African-American institutions and 
nearly 53 percent were assistant professors at the predom- 
inantly white institutions), a finding that is consistent with 
earlier results (Silver, Dennis, and Spikes 1988). When com- 
pared with the percentage (31 percent) of full-time African- 
American, non-Hispanic instructional faculty who were assis- 
tant professors in institutions of higher education (as 
reported by the U.S. Dept. of Education [1991] ), the per- 
centage of African-American faculty who were assistant pro- 
fessors at the predominantly white institutions (53 percent) 
in Logan's study was much higher. 



TABLE 4 

FULL-TIME INSTRUCTIONAL FACULTY IN INSTITUTIONS OF HIGHER EDU- 
CATION BY ACADEMIC RANK (FaU 1985) 
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Like African -Americans, "members of other minorities, and 
white women, Hispanics are concentrated at the lower levels 
of academic employment. They are more likely to be instruc- 
tors rather than assistant, associate, or full professors" (Nieves 
Squires 1991, p. 2) (see table 5). 

TABLE 5 

HISPANIC FACULTY MEMBERS IN COLLEGES 
AND UNIVERSITIES AS A PERCENTAGE OF 
ALL FACULTY MEMBERS 
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Professor 
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Source: Nieves Squires 1991: Wilson and Oiaer 1988. 



VCIien compared with other minority groups, American 
Indian faculty- members have fared similarly ("Minorities in 
Higher Education" 1992). As for Asian-American faculty- 
members, however, the situation is much more positive: 

/;/ the aggregate, the promotion and tenure rates for Asian- 
Americans are lower than the national average hut higher 
than for other comparable minority^ groups Further, those 
Asian Americans that enter academe are promoted and 
tenured at higher rates arid in less time than all comparable 
faculty* groups {Brown 1988, p. 27). 

Interestingly, faculty at predominantly white institutions 
were more satisfied with opportunities for promotion than 
their counterparts at predominantly African American insti- 
tuticMis, and tenured faculty- at the predominantly African 
American institutions and nontenured faculty at the predom- 
inantly white institutions were more satisfied with opportu- 
nities for promotion than were the nontenured faculty' at the 
predominantly African-American institutions (Logan 1990). 
Another, earlier study found no significant differences in fac- 
ulty satisfaction with opportunities for promotion betsveen 
tenured and nontenured groups (Spraguc 1974). In addition. 
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men reported more satisfection with opportunities for pro- 
motion than did women (Logan 1990). And opportunities 
for promotion differed significantly by rank between profes- 
sors and associate professors, compared to instruaors, with 
instruaors reporting the lowest satisfaaion and professors 
the highest (Logan 1990). 

As indicated earlier, achieving the rank of full professor has 
been difficult for minority faculty vAio hold lower rank at pre- 
dominantly white institutions. In a study conducted in New 
York, New Jersey, and Connecticut to identify impediments 
to hiring, promotion, and tenure in predominantly white col- 
leges and universities, African-American and Hispanic faculty 
cited lack of publications as the major factor in the denial of 
tenure for minority professionals (National Urban League 
1982). Further, "the reward system of promoting academics 
on the grounds of research and published scholarship has 
become more deeply rooted in the universities, and would- 
be universities and leading four-year colleges, with every pass- 
ing decade" (Clark 1989, p. 5). Besides being denied tenure 
for lack of publications, minority professionals: 

Do not think that community sennce and coumeling to 
tninority students are given sufficient consideration in the 
tenure and promotion revieui Half of the professionals indi- 
cated that minority community activities were not positively 
evaluated at their institutions, and nearly half (47 per- 
cent) of the sample felt that advisement to minority students 
was not positively evaluated (National Urban League 
1982, p. xii). 

Additionally, "most respondents (73.7 percent) [in the Vir- 
ginia study of African-American faculty and administrators] 
report that involvement with black student groups and similar 
activities plays little or no significant pan in tenure and/or 
promotion decisions . . . (Office of Instructional Research 
1990, p. 5). 

In other words, becoming involved in the advising of 
minority students and maintaining relationships with 
memuers of the minority community might not be viewed 
positively in the decision to award tenure. Although advising 
students might not assist white faculty either in the decision 
to award tenure, African-^Vmerican faculty members must deal 
with inordinately heavy roles as student advisers and spokes- 



people (Frierson 1990; Staples 1984); "... some departments 
•direct anything black' toward the lone black faculty member" 
(Blackwell 1983, p. 68). The same situation holds true for His- 
panic faculty': 

Sometimes there is a tocit assumption that all Hispanic stu- 
dents should be advised by the sole or Jew Hi^anic faculty 
members, even though the numbers may outstrip those 
assigned to other faculty members. In addition to those stu- 
dents formally assigned, a number of others may gravitate 
to Hispanic faculty members to seek informal guidance 
(Nieves-Squires 1991, p. 5). 

In the future, minority faculty must be given credit in pro- 
motion and tenure equations for advising minority students 
and aaing as spokespeople for minorities. The needs of 
minority students and the numerous work-related assignments 
minority faculty are now expected to complete must become 
part of the review before promotion and awarding tenure. 
Otherwise, institutions cannot ask minority faculty to continue 
their current level of mentoring, role modeling, and repre- 
sentation (Black 1981). 

The work environment 

•'Faculty tend to derive satisfaction from the nature of their 
work itself, while they tend to express dissatisfaction most 
frequently with extrinsic factors, such as sala^ [and] admin- 
istrative leadership ..." (Finkelstein 1978, p. 229). Some of 
the important internal dimensions of their work are autonomy 
and freedom (Eckert and Stecklein 1961; French, Tupper, and 
Mueller 1965; Gustad I960; Moses 1986; Pelz and Andrews 
1976), intelleaual interchange (Eckert and Stecklein I96l; 
Gustad I960), student-teacher interaction and students' leam- 
ing (Bess 1981; Cohen 1973, 1974; Eckert and Stecklein 1961; 
Wilson, Woods, and Gaff 1974; Winkler 1982), and respon- 
sibility (HeiTiberg 1972; Herzberg, Mausner, and Snyderman 
1959). Other important faaors in the workplace include work- 
ing relationships, identification with the department and the 
institution, and appointment or eleaion to committees (Silver, 
Dennis, and Spikes 1988). 

A.S shown in table 6, 42 percent of respondents either 
"agreed with reservations" or "strongly agreed" that it is dif 
ficult to be appointed to important committees, and over half 
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(51 percent) either "agreed with reservations" or "strongly 
agreed" that it is difficult to be elected to important commit- 
tees (Silver, Dennis, and Spikes 1988, p. 81). Similarly, minor- 
ity professionals do not generally serve on the committees 
that would increase their chances for promotion and tenure 
(National Urban League 1982); specifically, between 1978 and 
1981, only half of the respondents in the Tri-State Minority' 
Faculty study had served on hiring, promotion, and tenure 
committees. Although "committees [that] shaped academic 
policy were very important in assisting mobility, 56 percent 
indicated that their chances for appointments to those com- 
mittees were poor or that they had no chance at all in com- 
parison to whites" (National Urban League 1982, p. xii). More- 

TABLE6 

BLACK FACULTY MEMBERS' ATTITUDES AND PERCEPTIONS 
ABOUT THE WORK ENVIRONMENT 
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over, while the same situation is likely true for faculty 
members from other minority groups, ''Hispanic participation 
in university committees is often related to ethnic factors" 
(Washington and Harvey 1989, p. 27). "Committees concerned 
with larger campus, instruaional, research, and related policy 
issues are rarely among the list of choices available to His- 
panic faculty" (Garza 1988, p. 124)— and presumably other 
minority faculty as well. 

In contrast, minorities perceive their chances as being better 
than those of whites for service on committees that make de- 
cisions about affirmative aaion and student affairs. Only one- 
fourth of the professionals, however, thought t^'.at service on 
affirmative action committees assisted them in achieving pro- 
motion and tenure (National Urban League 1982, pp. xii-xiii). 

Concerning relationships in the work environment, one 
reason African-Americans leave predominantly white insti- 
tutions, where they frequently find themselves small in 
numbers and isolated (Andrulis^ Sikes, and Friedman 1975), 
relates to their desire to work for and with other African- 
Americans (Moore and WagstafF 1974). Because of the larger 
number of African-American students at predominantly 
African-American institutions, "many highly talented black 
faculty members regularly refuse offers to go to white colleges 
precisely because they feel the greatest challenge in higher 
education is the education of black youth and the building 
of strong black faculties" (Billingsley 1982, p. 11). In the Tri- 
State study, the greatest source of job dissatisfaction (43 per- 
cent) was the lack of opportunity for association with other 
minority professionals. In another study, 68 percent of the 
African-American faculty agreed with the stater..ent that "I 
need contact with other black faculty and black students to 
make my job environment nore satisfying" (Elmore and 
Blackburn 1983), p. 12). Moreover, "the percentage of black 
faculty and staff employed and the number of black students 
enrolled [were not mctors] in accepting the current position 
for 67.8 percent of the respondents ..." (Office of Instruc- 
tional Research 1990, p. 6). "Psychologically, black faculty 
often find themselves in work environments that are not fully 
supportive. Prejudice and discrimination remain as obstacles, 
and for many the hck of mentoring, at any level, is a reality" 
(Frierson 1990, p. 12). 

Because of the larger number of minorities in predomi- 
nantly African-American institutions, faculty could feel more 
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content with their working relationships and have a stronger 
sense of identity. But in a recent study of African-American 
faculty at traditionally white institutions, 72 percent agreed 
that good working relationships are easily developed in the 
department, and 60 percent believed that such relationships 
are easily developed in the institution (Silver, Dennis, and 
Spikes 1988). 

Nontenured African-American faculty at predominantly 
v/hite institutions were more satisfied with their co-workers 
than were nontenured African-American faculty members at 
predominantly African-American institutions (Logan 1990). 
(It must not be assumed that the nontenured African- 
Americans at the predominantly African-American institutions 
were working only with co-workers of their ethnicity.) Further, 
tenured faculty at the predominantly African-American insti- 
tutions were more satisfied with their co-workers than were 
their nontenured counterparts, supporting the conclusion that 
nontenured faculty are significantly less satisfied than tenured 
faculty (Sprague 1974). 

Moreover, African-American faculty at predominantly white 
institutions were more satisfied with their supervision than 
were African-American faculty members at predominantly 
African-American institutions (Logan 1990). Again, one must 
not assume that the faculty person was or was not satisfied 
with a supervisor of his or her same ethnicity. In faa, the chair 
was sometimes white, not African-American. As one respon- 
dent noted, "Often ... the balance of 'power' is not with 
blacks within the predominantly black institutions" (Logan 
1990, p. 110). 

Racial climate 

Organizational climate affects job satisfaction (Sprague 1974) 
in that a positive environment frequently relates to high mo- 
tivation, job satisfaaion, and improved work performance 
(Hellriegel and Slocum 1974; LaFollene and Sims 1975; Litwin 
and Stringer 1968). Certainly, few, if any, minority faculty 
members will be content at an institution where a climate 
of racism lingers; consequently, an organizational culture that 
supports racism is one faaor that contributes to the dissat- 
isfaction, and the ultimately declining numbers, of African - 
American faculty at predominantly white institutions. While 
overt racial discrimination might not exist: 



70 



In the majority of situations, when there is a faculty position 
to be filled, the decision about who is hired to occupy a 
vacant slot is largely made by the people who already hold 
faculty status. Overwhelmingly, those people are likely to be 
white and male, and available data clearly show that the 
person chosen is most likely to be a white male. . . . The 
excuses offered for not hiring blacks for faculty positions 
range from their having a less impressive background than 
the white candidate to their not being a ""goodfiV" with the 
rest of the faculty. * 

African-American faculty who reported about their percep- 
tions of the racial climate at predominantly white institutions 
(see table 7) "agreed with reservations" or "strongly agreed" 
that their institutions were committed to improvement in 
minority affairs (52 percent) but also disagreed v/ith all 
other statements about racial climate (Silver, Denni?., and 
Spikes 1988). In addition, 75 percent "disagreed with reser- 
vations" or "strongly disagreed" that minority facult/ mem- 
bership was sufficient on faculty search committees, and over 
79 percent "disagreed with reservations" or "strongly dis- 
agreed" that minority^ faculty representation was sufficient in 
their depanments. And 91 percent "disagreed with reserva- 



*W. Har\'e\* 1989. personal communicaiion. 

TABLE? 

BLACK FACULTY MEMBERS' ATTITUDES AND 
PERCEPTIONS ABOUT RACIAL CLIMATE 



Strongly D 

Item Disagree with I 

Insiiiuiion is commined lo ? 1 R 
improvemeni in minority- affairs 

Faculiy search commiuees have -i 1 .S 
.sufficient minoriw membership 

Depanmeni has appropriate 58 3 
minoriix* faculi\" representation 

Instiiuiion his appropriate mim )r "3.4 
it\" faculty representation 

My ethnic background enhance. 3C"> 6 
my op}X)rtunitY for advancement 

Sonne. Silver, nvnois. and Spikes 19HH. p. 90. table -1 
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33.4 20.1 ^'^ 443 
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tions" or "strongly disagreed" that their institutions had ap- 
propriate minority faculty representation, while 75 percent 
"disagreed with reser\'ations" or "strongly disagreed" that 
their ethnic background enhanced their opponunity for 
advancement. 

In many cases when an African-American faculty member 
is employed at a predominantly white institution, he or she 
is not only the sole African-American person in the depart- 
ment, but also the only one in the college. "Many departments 
have never hired more than a single black person" (Blackwell 
1983, p. 67), and "when there is only one or a very small 
number of black faculty members in a given institution, the 
burdens of institutional and individual racism weigh heavily" 
(Han^ey and Scott -Jones 1985, p. 70), In such a situation, a 
person might not be psychologically supported, because 
understanding, warmth, and empathy are not always part of 
the environment. 

In the abstmce of a support group operating under the same 
circutmtafices, frustrattons understandably mount. Black 
faculty members are subjected to the aggravating aspects 
of the academic milieu without enjoying some of its com- 
pe?tsating benefits: contemplation, independence, and social 
and intellectual stimulation from colleagues sharing the 
same interests and outlook (Harvey and Scott Jones 1985, 
p. 70). 

Understandably, the scholarly productivity* of African -American 
and other minority faculty (a primary criterion for promotion 
and tenure) could be negatively affected in a work environ- 
ment where a hostile racial climate exists. Worse yet: 

Black faculty may often receive messages that their work 
focusing on or addressing isstws that affect mi?2orities war^ 
rants little scholarly respect. As a consequence, some black 
faculty^ may feel pressured to compnmiise their research 
interests and to foetus more on what their white colleagues 
may deem acceptable. Because of pressures to confonn to 
values associated with mainstream research, they may thtis 
find themselves in academic environments that, for them, 
are intellectually and professioiiallv stifling (Frierson 1990, 
p. 13). 
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The same situation affects other minority groups as well 
**Hispanic faculty are often 'type cast' as specialists in ethnic 
matters rather than as 'qualified' in a particular discipline," 
a perception that has developed partly as a result of Hispanic 
faculty members' reseai'ch interests (Washington and Harvey 
1989, p. 27). Moreover: 

Two out of every three Hispanic faculty in [social sciences, 
education, and humanities} urote doctoral dissertations 
dealing with their own racial/ethnic group, Latin America, 
minorities, or other related topics. These research interests 
often provide an easy excuse for their being hired to teach 
in only a limited number of academic areas. Howei^er, 
while these research interests partially explain their concen- 
tratior in a limited number of academic departments, it 
does not explain why Hispanic sociologists, historians, etc, 
are often perceived byf non -Hispanic decision makers and 
other faculty members as being Latino, Chicano, Puerto 
Rican specialists, rather than real or full-fledged sociologists, 
historians, etc., in their own right {G^xzz 1988, p. 123). 

Summary 

If institutions of higher education expect to increase the num- 
ber of minority faculty, members of the academy must know 
why dissatisfied minorities leave the profession, because their 
dissatisfactions in areas like salary, promotion, and tenure 
could be the reasons institutions are unable to retain them. 
All of the following factors influence turnover: organization- 
wide factors (policies regarding pay and promotion), the 
immediate \woxk environment (unit size, supervision, and 
relationships with co workers), job-related factors (nature 
of job requirements), and personal factors (age and tenure) 
(Porter and Steers 1973). Moreover, satisfaction with the orga- 
nization and faculty members ''expressed intention to re- 
main [in the work setting] were positively related to salary*, 
length of time in the organization, and tenure" (Pfeffer and 
liiwler 1980, 
p. 38). 

Besides low salaries and the difficulty of obtaining tenure 
and promotion, minority faculty can be hard to retain if they 
feel isolated and are unable to achieve success in a predom- 
inantly white environment. According to one African American 
faculty member describing a year at a university' in Maine, 
"... All the r .^'ople were white. . . . My kids were harassed 
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in school evety day. During the entire year, no one invited 
me to dinner, or even for a drink ..." (Wilson 1987, p. 14). 
This faculty member left the institution at the end of the year 
because of isolation in a hostile environment (Wilson 1987). 

Discrimination could be a strong factor leading to the 
inability to retain minority faculty. In a study of African- 
American scholars, African-American professors explained why 
their African-American acquaintances who are qualified for 
the academic profession were attraaed to other occupations 
(Rafky 1972). The largest percentage (33 percent) listed dis- 
crimination as the reason they chose other professions. Thus, 
some of the faaors that have influenced African-American fac- 
ulty' to leave their universities relate to perceived racial dis- 
crimination and difficulty in obtaining promotion or tenure 
(Curr^^-Williams 1985). Other reasons for the declining num- 
ber of African-American faculty in higher education include 
the failure or ineffectiveness of the affirmative action system, 
the decision to work in fields offering better opportunities 
(government, industry, foundations, and service agencies, for 
example [Raflcy 1972] ), and the "ripple effea" in terms of 
reduced numbers of African-Ajnerican graduate students and 
persons available to fill frjture faculty positions (Harvey and 
Scott-Jones 1985; Wilson and Melendez 1985). 

Unquestionably, minority faculty members are important 
to both minority and white students. The presence of minority 
faculty members allows white students the opportunity to 
interact with minority faculty as a means of overcoming their 
prejudiced misconceptior ^ about the intellectual capabilities 
of minorities. Minorit^' facult\^ provide support for minority 
colleagues. And the involvement of minority academicians 
in research and development is critical to both the advance- 
ment of knowledge and society's improvement. 

The presence of minority faculty is essential to the main- 
tenance of a culturally and ethnically diverse academic envi 
ronment. "More than two-thirds of the nation *s aging profes- 
soriate will have to be replaced by the end of the century'' 
(Payne 1989, p. 22), but few minorities will likely be willing 
to assume faculty positions in higher education unlevSS the 
rewards associated with the job change dramatically. 
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Even though nearly two decades have passed since the enaa- 
ment of afFirmative aaion laws in the United States, higher 
education remains largely a white male enterprise. In faa, 
"despite its rhetoric, and its attention to the undeniable force 
of changing demographics, the power of tradition and past 
praaice in higher education militate against the diversity it 
so desperately seeks'' (Sanders and Mellow 1990, p. 9). 

Greater diversity is desirable [, however,] because the pop- 
ulation of the nation is increasingly diverse, because prob- 
lems and our approaches to them are complex and require 
the efforts of many kinds of expertise, and because a mul- 
ticultural workplace is becoming the norm for all sectors 
of society, higher education included. Diversity is also 
demanded by the populations of students who enter our 
institutions, by the taxpayers who support, in one form or 
another, all of our institutions, and by the ideals of the 
nation as they have evolved over our history in law, prece- 
dent, and practice (Moove and Johnson 1989, p. 46). 

Unquestionably, as an industry, higher education must re- 
solve a number of significant staffing issues if a cadre of 
women and minority faculty is to be available during the 
latter part of the 1990s and into the 2 1st century. 

Faculty create the curriculum and determine the quality 
of the experience in ei^ery classroom They serve as teachers, 
mentors, advisors, and role models. In a word, faculty^ are 
the core of the institution. Without the contributions of 
minority individuals, no faculty or institution can be com- 
plete (Green 1989, p. 81). 

As is evident from the preceding sections, women and 
minority faculty are frequently dissatisfied with the personal 
and professional rewards associated with their jobs. Conse- 
quently, a position in the faculty is often not viewed as a 
viable career choice for young women and minorities, thus 
creating problems of supply and demand. As a result, it is 
imperative that special attention be paid to employing, and 
then enhancing job satisfaction for, the men and women who 
can bring multicultural and multiethnic perspeaives to the 
academic environment. 



Without the 
contribtions 
of minority 
individuals, 
no faculty or 
institution can 
be complete. 
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A review of the literature available about strategies for iden- 
tifying, recruiting, selecting, nurturing, and retaining minority 
and women faculty yields numerous conventional approaches 
that have been used repeatedly to increase the number of 
women and minority faculty in higher education: seleaing 
and retaining a chief executive officer who is unmistakably 
committed to a diverse faculty, establishing and enforcing 
institutional and departmental affirmative action goals and 
timetables, ensuring the presence of women and minorities 
on all search committees, advertising positions in journals 
with minority and women readers, developing and/or using 
national data bases containing names of minority and women 
graduate students, fostering informal networking among 
minority and women faculty, sponsoring professional devel- 
opment confctences on issues of interest to minorities and 
women, engaging in feculty exchanges with historically black 
and women's colleges, and writing descriptions of positions 
so they will capture the interest of women and minority can- 
didates. Implementing these strategies must be continued, 
but it is mandatory ihdi they be supplemented with some 
nontraditional — perhaps even unconventional — methods. 

Given the fact that a problem of crisis proportions now 
exists in terms of the availability^ of qualified minorities and 
women who can fill facuit)' positions in the future, fresh, 
extraordinary approaches must be identified. First, the issue 
of a lack of qualified individuals in the pipeline must be 
addressed for both the long term and the short term; logically, 
if a diverse faculty is to become a reality, a steady stream of 
minorities and women must be available in undergraduate 
and graduate schools who are preparing to assume faculty 
positions. Second, once women and minorities giaduate, fac- 
ulty positions must be attraaive and represent viable career 
choices. Ttiird, incentives and rewards must be available to 
department heads, deans, and faculty' who are successful in 
their efforts to hire and support minorities and women for 
faculty positions. 

Addressing the Problem of the Pipeline 

Creating a cohort of qualified minorities and women to fill 
vp.cant faculty positions in postsecondary education will be 
a problem with which institutional leaders and senior facult\^ 
will have to deal for quite some time. Consequently, strategic 
or long-term plans must he developed to ensure that adequate 
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numbers of individuals with appropriate credentials are avail- 
able when they are needed Over the next 40 to 50 years, it 
is possible for the supply of women and minorities interested 
in faculty' positions to match the institutional demand for 
them, but the issue cannot be allowed to lie dormant for such 
an extended period of time. Both long-term and short-term 
mechanisms for providing a diverse faculty must also be iden- 
tified and used immediately. 

Long-term strategies 

Increasing the number of women and minorities in the aca- 
demic pipeline (Green 1989) is certainly one viable long- 
term strategy for solving the problem of diversity among col- 
lege and university facult>\ Existing faculty members and 
administrative personnel will need to develop sophisticated 
approaches to career planning that include a faculty position 
as a rational choice for students when they are making initial 
decisions about careers, perhaps even as early as junior high 
school- It is nei^er xoo early to begin talking with young men 
and women about higher education as a viable choice of 
career. Moreover, "departments and individual faculty 
members should design summer and other programs that 
enable undergraduate students, including those recaiited from 
other institutions (such as [historically black colleges and uni- 
versities, -'''id state university campuses with substantial pop- 
ulations of minority students), to participate in faculty re- 
search projects" O^stus, Freitag, and Parker 1987, p. 9). In 
1981, for example, the University of Michigan initiated a pro- 
gram in scholarly research for urban and minority high school 
students; as part of that program, students participate in an 
active research relationship with a faculty member at the insti- 
tution during their sophomore or junior high school years. 
Through such early contacts, institutional representatives will 
be able to acquaint young minorities with the benefits of a 
career in higher education. 

Guarantees of financial support during their baccalaureate, 
master's, and doctoral studies must be given to prospective 
faculty members. Because most minorities and women have 
long-term financial responsibilities to their families, it is essen- 
tial that funds be available to support them through receipt 
of their dcKtoral degrees. In other words, invitations to con 
sider a career in higher education must be backed up with 
a commitment ctssist talented young minorities and women 
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in achieving the goals of earning a dcx'ioraie and being 
employed in a college or universiU'. 

The timing of awards of these sources of financial assis- 
tance [research and teaching assistantships] should be delih- 
erately structured to provide mcLximum training. Thus, 
research assistantships . . . should be provided for the first 
two years: teacher assistantships . . . should be awarded 
after these two years, when a student has amassed enough 
information to perform well . . . In addition, facufy should 
see their support of the final ye( ^s of graduate work as 
similarly crucial They need to assist graduate students to 
f if id fellowships to support the research and [writing] 
phases of the doctoral process (Justus, Freitag, and Parker 
19H7, pp. 9-iO. 

One exaniple of an aiiraciivc fellowship is the McKnight 
Dcx'ioral Fellowship in arts and sciences, mathematics, busi- 
ness, and engineering offered through the Florida Endowment 
Fund for Higher Education. 

The McKnight Doctoral Fellowship provides up to $5,000 in 
tuition and fees plus an annual stipend of $1 1,000 to 25 
African-American citizem to pursue PhD. degrees at par- 
ticipating Florida universities . . . Contingent upon suc- 
cessful academic progress, the maximum length of awards 
is four or five years, depending on the institution. The Flor- 
ida Endowment Fund provides the first three years and the 
student's university continues funding at the same level of 
support for a fourth and in many cases a fifth year CFlov- 
ida Endowment Fund" 1990, p. 12). 

Others include, but are not limited tc^, the Richard F Pride 
Research Fellowship at the University of South Florida, the 
Tluirgood Marshall Dissertatic^n Fellowships for African- 
American Scholars at Dartmouth College, the Minority Grad 
uate Fellowships for Dissertation Research and Writing at 
George Washington University ( Black Ksues in Higher Edu- 
cation 1991 ), the Future Faculty Fellows Program at Temple 
I -niversity, and the State University of New York's Underrep 
resented Graduate Fellowship Program {Black Issues in Higher 
Education l%2). 
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Perhaps it is lime for institutional officials to rethink the 
policy of not hiring their ovwTi graduates when minorities and 
women are involved (Boyd 1989). Institutions in the future 
that expect to have a diverse faculty' might need to identify, 
educate, train, hire, and retain their o^n minority' and women 
graduates. Through early identific :tion, students can be 
encouraged to pursue their undergraduate and graduate stud- 
ies at an institution and to culminate their education with 
employment in the facult\' at their alma mater. By developing 
at the outset guarantees of employment for a specified period 
of time, the institution will be assured that the selected 
women and minorities will remain with the institution. Such 
an approach will provide mutual benefits: The institution will 
gain a minorit\^ or woman faculty- member who has been 
trained to assume a faculty position, and the student will not 
have to worry about employment after graduation. 

California State University at Bakersfield uses such a "grow- 
yourown" approach, "[identifying] ethnic minorirs' individ- 
uals interested in pursuing a dcxrtoral degree and [support- 
ing] them financially up to a certain amount'' (Arciniega 
199a p. 22). 

Couple this with a loan forgiivness option, whereby an indi- 
vidual is provided with up to a maximum of $30,000 to 
complete his or her doctoral studies. Provided he or she 
agrees to return to . . . CSL ^ to teach, the institution commits 
itself to employing the individual, as well as to providing 
the loan. Such loans can be completely forgiven if the indi- 
vidual returns to teach [at CSU] for fitv years. Should the 
individual choose to leave prior to that time, then he or she 
is obligated to pay the differetwe {ArciniQg^ 1990. p. 22). 

Short-term strategies 

The problem with the pipeline will not be solved overnight; 
therefore, some consideration must he given to ways of 
recruiting women and minority immediately. For instance, 
in dealing with the lack of minority faculty, institutions can 
initiate faculty- exchange programs with historically black insti- 
tutions and colleges or universities that serve a Hispanic (^r 
womcn\s population, perhaps the most effective short term 
arrangement available O'-istus, Freitag, and Parker 1987). \(/h\\e 
faculty' exchange programs with historically black, Hispanic, 
or women's institutions will immediately put current students 
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in contact with minority and women faculty role models, it 
will also expand the institution's future base for recruitment 
by fostering contacts with minority and women faculty as well 
as higher education administrators who can refer prospec- 
tive faculty. 

On a statewide basis, for example, for a number of years 
and until 1992 (when severe financial difficulties surfaced), 
Michigan provided funds for the Martin Luther King, Jr.-Cesar 
Chavez-Rosa Parks Visiting Professor Program, which was 
designed to "increase the supply of minority instructors avail- 
able to postsecondary education in Michigan" (Minority 
Resource Center 1990, p. 33). While the state no longer funds 
the positions, many of the institutions have allocated some 
of their sc^arce institutional funds to continue the program 
as an indication of their commitment to a diverse faculty. 
Moreover, "the (University of Michigan] currently is involved 
in more than a dozen collaborative efforts" wnth historically 
black colleges and universities and Hispanic institution 
"involving faculty exchanges, student transfer programs, and 
faculty collaborations" (Seidman 1990b, p. 1 ). Another suc- 
cessful program for visiting professors is the University' of Kan- 
sas's Langston Hughes Visiting Professorship. 

In addition, institutions can "create research jobs or part- 
time teaching positions for minority individuals . . . (and) 
postdoctoral fellowships as an enticement to minorities for 
permanent faculty positions ' (Green 1989, pp. 84-85). Highly 
acclaimed postdoctoral fellowships for minorities and women 
are in place in the University of California, the University of 
North Carolina at Chapel Hill, and the University of Illinois 
at Urbana/Champaign (Green 1989). The University of Mich- 
igan's Visiting Professors Program, which began in 1986, dem- 
onstrates that success is possible. Since its beginnings: 

The university's academic u?nts have hosted over 100 dis- 
tinguished scholars and professionals from across the United 
States. Visiting Professors represent ethnic groups traditioti- 
ally nnderrepresented in postsecondary education: African- 
Americans, Asian-Americans, Hispanic Americans, a?2d 
Natii.v American. RepresetJting a wide variety of academic 
disciplines, Visiting Professors present lectures and symposia, 
teach minicourses, give concerts, conduct standard-length 
courses, and exhibit their tvorks of art. They also visit class- 
rooms, work on research projects, and interact ivith graduate 
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and undergraduate students, faculty, staff and admin- 
istrators. . . ("Visiting Professors Program" 1988-89, p. 2). 



While the following idea can also be applied to women, 
institutions might consider hiring minorities who have com- 
pleted all of their doctoral degree requirements except the 
dissertation "and provide a follow-up program of faculty 
development that permits the completion of the doctoral 
degree" (Green 198^^, p. 85). This strategy' will ensure the 
woman and /or minorit}^ doctoral student a guaranteed income 
while he or she is completing research for the dissertation, 
will assist him or her in gaining some needed experience as 
a faculty member, working perhaps under the supervision 
of a senior scholar in the department, and will again facilitate 
contact by current students with outstanding women and 
minorities. Two successful programs are the ABD Seminar Pro 
gram and the Gaius Charles Bolin Fello^^ships. 

Tlie ABD Seminar Program, developed by the Borough of 
Manhattan Community College (and now adopted for s>'s- 
temwide use in the City Universit}^ of New York's community- 
colleges), is targeted at full-time minority and women faculty. 
The "program has two central features: Facult\^ can take a 
semester's leave at reduced pay to complete their disserta- 
tions; weekly seminars— led by senior CUNY faculty^— allow 
dissertators to give each other criticism and support" ("How 
to Turn Your ABDs * 1991, p. 1). In its first year of operation, 
five faculty members affiliated with the program completed 
their dissertations and received the doctorate. 

In 1985, Williams College in Williamstown, Massachusetts, 
established the Gaius Charles Bolin Fellowships to "underline 
the importance of encouraging able minority students to pur 
sue careers in college teaching [and] enable two minority 
graduate students to devote the bulk of their time during the 
academic year to the completion of dissertation work" 
("Gaius Charles Bolin Fellowships" 1991, p. 11). Terms for 
the 1991-92 academic year include $22,000 for housing sup- 
port and an allowance of up to $2,000 for research -related 
expenses; Bolin Fellows are also "assigned faculty advisers 
in the appropriate departments and will be expected to teach 
one one-semester course" (p. 11). 

Institutional officials should also remember that many 
women and minorities initially choose not to enter the field 
of higher education after graduation. A recent suivey found 



Faculty Job SatLsfaction 81 




that half of all African-Americans who recently earned Ph.D.s 
did not go into teaching (Cooper and Smith 1990, pp. 10- 
11). Consequently, institutions should: 

Search for senior scholars^ who are still active researchers 
even though they are currently employed outside academe. 
Hiring retrenchments over the last several years have forced 
many potential faculty members to seek other careers; some 
of them (frequently female) have remained productive in 
their academic fields and uvuld prove competitive candi- 
dates A related strategy is to ensure that research associates 
and nontenured faculty are seriously considered during 
searches ( studies indicate that many women and minorities 
have been dead-ended in these positions) Qustus, Freitag, 
and Parker 1987, p. 40). 

Institutional officials also need to look carefully at the 
cohort of part-time faculty at their institutions when searching 
for experienced and highly talented women and minority 
applicants. This group often includes people of color "who 
would be delighted to apply for full-time positions" (Cooper 
and Smith 1990, p. 10). In effea, institutions should: 

Also invest in programs to recruit women teaching in other 
segments of education fust as they} invest in programs to 
recruit and support athletes Colleges could identify those 
with good teaching records who lack the educational back- 
ground to qualify for university positions. Programs of 
financial assistance [like] tuition reimbursement, sab- 
baticals, or other forms of support could be established to 
assist them in obtaining advanced degrees (Mzitlmd 1990, 
p. 252). 

Unquestionably, some exceptionally innovative and suc- 
cessful long-term and short-term strategies exist for increasing 
the number of women and minorities in the pipeline. For 
instance, institutional officials are now strategically targeting 
marketing and recruitment for future faculty toward a younger 
audience, including junior high school students who are mak- 
ing initial decisions about careers. In addition, some in.sti- 
tutions are developing summer research programs to expose 
talented women and minority undergraduates to a faculty 
career through interaction with senior women and minority' 
faculty. As in any high-stakes game, money is an importnnt 
factor; consequently, guarantees of financial support through 
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undergraduate and graduate school will need to be offered 
to selected women and minorit)' students; assurances of 
employment after graduation will probably become a regular 
component of the financial package that will cause institu- 
tional leaders to reconsider the now typically forbidden prac- 
tice of hiring one s own graduates. In terms of dealing on a 
short-term basis with the problem of scarce faculty, some insti- 
tutions are developing faculty' exchanges with historically 
minority and w^omen's institutions and are employing indi- 
\'iduals who have completed all dcxtoral requirements except 
the dissertation. And institutions need to explore previously 
untapped markets like business and industry to identify indi- 
viduals who chose alternative careers but might now be inter- 
ested in affiliating with a college or uni\'ersity. 

Making the Faculty Position an Attractive 
And Viable Career Option 

rnquestionably, women and minorities must view their 
choice of a facultv position as a viable one in which they will 
be given every p<./Ssible opportunity to succeed, in that regard, 
Institutions must make additional support available (for exam- 
ple, networking and opportunities for professional develop- 
ment, which include the availability* of a cadre of mentors and 
sponsors for new women and minority facultyO- Every pos- 
sible strategy' should be implemented to provide the assis- 
tance needed to help wmien or minorities achieve tenure 
and progress steadily through the academic ranks. 

"Given the increasing number of nontraditional families 
in the work force, organizations can no longer expect total 
dedication, 24 hour commitment, and very high job involve- 
ment from all their employees" (Sekaran 1986, p. 69); there- 
fore, institutions must make more overt and sustained at- 
tempts to help faculty balance and integrate their work and 
family lives through providing general support, such as net- 
working and professional de\'elopment, workshops and coun- 
seling related to cxtraorganizational issues, employment 
assistance for spouses or partners, salary differentials, and 
child care. 

Nettvorking and opportunities for 
professional development 

A common problem many women and minority faculty report 
is the feeling of isolation and separation upon affiliation with 
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an institution, particularly, for minority individuals, a predom- 
inantly white one. Consequently, institutional officials must 
work diligently to create opportunities, both on and off cam- 
pus, where women and minority faculty can interact with their 
peers both formally and informally. "To counteract their own 
feelings of isolation, black women faculty need to commu- 
nicate with black colleagues at other institutions to exchange 
ideas, discuss research needs, and provide mutual support" 
(Peterson 1990, p. 34). This same concept applies to all 
women and to male minority faculty, who should talk with 
others about constructive solutions to emerging problems 
to enhance their sense of "belonging'' to the institution. Insti- 
tutions should make efforts to ensure that opportunities for 
professional growth and development are available for African- 
American faculty as well as for women and members of other 
minority groups (Brakeman 1983; Frierson 1990). 

Colleges and universities also should provide opportunities 
for women and minority faculty to meet in preservice or inser- 
vice workshops or seminars, with an ackiiowledged leader, 
to talk about 'Values clarification, time and stress manage- 
ment, decision making, gender role socialization, family work 
sharing, and related topics" (Marshall and Jones 1990, p. 536). 
Interventions should be aimed at helping women and minor- 
ities cope with "family as well as workplace strains. Ap- 
proaches can involve both programs directed at the indi- 
vidual (i.e., management of family stressors) and those aimed 
at restructuring the environment to reduce the stress- 
producing factors (i.e., flexible work hours)" (Baruch, Biener, 
and Bamett 1987, p. 135). Men and women should work 
together to identify' strategies for coping that will decrease 
the stress and strain caused by issues of gender that persist 
in the workplace (Brooker-Gross and MarafFa 1989). Individ- 
ual and group counseling, provided by the institution, should 
also be available for women and minority faculty who are 
experiencing transitions in their careers or their families. 

People who are self reliant, have positive self concepts, and 
believe they are in control of their destiny are able to cope 
with the problems that arise in marriage and parenthood 
(Pearlin and Schooler 1978); therefore, institutional activities 
should focus on helping faculty feel more confident in their 
abilities to deal with internal, workplace, and life-style stres- 
sors. "Problems ... are least likely to result in stress when 




people remain committed to and involved in those [marriage 
and parental] relationships" (p, 11). 

Perhaps officials in higher education, particularly those at 
large institutions, should consider establishing centers for 
minorit>^ and women faculty'; one model that can be replicated 
is the Center for Minority Staff Development at Pennsylvania 
State Uni\^ersit>'. The center provides an opportunity for 
minority- faculty and staff to interaa, offers courses dealing 
with concerns of minorities, provides information on careers 
to those interested in changing jobs, and helps minorities feel 
welcome on the campus ("Center Offers Support" 1990). 

One large, comprehensive state university in the Northeast 
has provided formal and informal opportunities for network- 
ing for women faculty, positively affeaing the environment 
for women there (Landino and Welch 1990). Informal net- 
working has taken the form of lunches, conversations before 
and after meetings, sporadic telephone conversations, and 
quick chats in the hallways. Fomial networking has taken 
place through the Women's Commission. 

hi the cwrc7it climate oj consentative attitudes about 
womeu in higher edt^cation, it is difficult for many womefi 
in higher education to feel efficacious about their studies 
and work [This] networking model supports women by 
giiing them opportunities to see their ideas develop into suc- 
cessful performance accomplishments and the opportunity^ 
to see women role models and mentors demonstrate the 
kind of behavior that results in rewards in the university^ 
environment Moving from the individual perspective to the 
laf-ger campus community^ the networking model provides 
the wo?nen\s comnumity with access to information, power, 
and support so that women are able actually to change their 
campus environment (landino and Welch 1990, pp. 18-19). 

In addition, minorities and women should be able to 
develop a variety of relationships with individuals of their 
ov.li race and gender at the institution through positive and 
planned mentoring (Anderson and Ramey 1990). 

The most intense relatiofiship on the continuum is that of 
mentOK followed in descending order hyf sponsors, guides, 
a?td, finally, peers. Specifically, mentors are the most pro- 
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found and paternalistic types of patrons who act as pro- 
tectors, benefactors, champions, advocates, and supporters 
Sponsors represent strong patrons who are less powerful 
than 77ientors in promoting and shaping the career of their 
proteges; however, both the mentor and sponsor relationships 
are hierarchical, parental, strong and exclusionary^. , , , 
Further, the guide and peer relatiojiships are more egali- 
tarian, are less intense, and allow greater access to a large 
number of youfig professionals. Guides function explain- 
ing the system, pointing out pitfalb and shortcuts, and pro- 
viding valuable infonnation concerning the work environ- 
merit, , . . Peer relatioriships can furnish a range of career 
functions, such as infonnation sharing career maneu- 
vering and job-related feedback as well as the psychosocial 
functions of confirmation, emotiofial supports personal 
feedback, and f riends/jip (AngWs 1990, pp. 35-37). 

Tlie f(K'us of assistance from a designated support person 
who could become a mentor: 

. . . should be Ofi helping the new faculty member to he suc- 
cessful in teaching as well as ifi his or her scholarly activities. 
Providing friendly and immediate help and support in 
organizing to teach the courses assigned w often of critical 
if??portance(Ardniega 1990, p. 25). 

The exact configuration of the program can var\' from a formal 
mentoring program, '^\'here senior faculty' are paired with 
junior facult)', to informal "gatherings" of minoric\* and 
women faculty so they can discuss common problems and 
opportunities; regardless of the vehicle chosen, institutions 
must respond to variations in work performance and pref 
erences by providing opportunities for interaction and con- 
sultation among the faculty (l>ewis and Bierly 1986). 

Support for promotion and tenure 

Given the multiple demands placed on women and minority 
faculty' (which can range from excessive in\-olvemcnt in com 
mittce work to child care and elder care), schedules for {pro- 
motion and tenure reviews need to he revised. In effect, "per 
sonnel policies should provide a means to stop the tenure 
clock for women who hear children (hefore) receiving ten 
ure'' (Hensel 1991, p. 10). histitutional policies should allow 




the woman who comes back to work shortly after childbirth 
to stop the tenure clock for one year and to alternate her work 
schedule for six months after the child is bom (Hensel 1991). 
More support for research must also be provided. 

We must help new ?ninorityf [and womeyi] faculty under- 
stand very well that often rather ynystical process so central 
to our academic ethos— the tenure and promotions process. 
It is important to mal^? clear not Just the uritten and stated 
expectations but to assist the newcomer to get started. Help 
in organizing the freappointme?it, promotion, and tenure] 
file can make a tremendous difference. What should our 
new colleague know about what is expected with regard 
to publications and research? How much does effective 
teaching count^ What about sen ice activities? Does the imti- 
tution really count and take into consideration the con- 
tributiom that such faculty^ will be making in ethnic- (and 
gender-j related advising and presentation activities? Which 
publications c^ unt and in which journals? In short, how 
do things rec/iy work around these matters? Related to all 
this is the need to provide special financial support the first 
tuv years for sclx)larfy activities (Arciniega 1990, pp. 25-26). 

Clearly, institutions must assist minority* and women faculrs* 
in dealing with the numerous demands on their time because 
of their limited numbers; in addition, academic officers must 
make sure that their contributions are recognized when pro- 
motion and tenure re\'iews are conducted. "Clearly, changes 
need to be made in responsibilities and-^or in tenure criteria 
if the progress of black women faculty is to continue" (Graves 
1990. p. 7). Alkxating research funds, linking senior profes- 
sors with junior minority faculty, ensuring that research on 
minorities is valued, and giving concerted attention to the 
professional development of the faculty- involved are steps 
in the right direction (Green 1989). 

Of utmost importance in ensuring progress toward pro- 
motion and tenure is early, clear, open, and honest commu 
nication about institutional and departmental standards for 
promotion and tenure. Such discussions indicate that the 
department and institution are committed to the success of 
minority or women faculty' members and enable junior faculty' 
members to determine priorities and develop plans for satis- 
fying the various requirements. 
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Because tenure is such a critical issue in ei^eryf junior fac- 
ulty 7nember's life, it is important that they know exactly 
what is expected oj them and have a fair opportunity} to 
meet those expectations. . . . [A 71 umber oj universities. . . 
hare approached that problem through orientation sessions 
or retreats and handbooks for neiv faculty. Maiiy depart- 
ment chairs also advise new faculty about what is expected 
and keep track of their progress] Qustus, Freitag, and Parker 
1987, pp. 43-44). 

Given women's and minorities' need to liave overt support 
for research, "department chairs should ensure judicious and 
timely use of release time, reduced teaching loads, and assis- 
tance/support in preparing fellowship applications" as a 
means of ensuring that promotion and tenure will be achieved 
Oustus, Freitag, and Parker 1987, p. 12). "[Release time] to 
complete a dissertation or an article for publication can be 
provided at fairly k)w cost'' (Brakeman 1983, p. 14) and can 
help a junior facult}' member establish a strong record of 
scholarship. Tlie first three years are critical in the success of 
minorit\' and women faculty'; consequently, administrators 
should keep initial responsibilities for teaching and commit- 
tee ser\ice to a minimum Qustus, Freitag, and Parker 1987). 
Early sabbatical leax'es and extra funding for research for 
minorities and wx^men are also important, and institutions 
should: 

. . . provide half year sabbaticals in the third year A sab- 
batical at this time permits junior faculty members to con- 
solidate their work, producing research and publications 
in good time for the tenure review process. A 7iew policy 
a77707ig several hy League ca?77puses routinely provides this 
sabbatical, and 777a7iy of their depart777ents 77ia7iipulate 
workloads as well . . . Vse 77ndcareer development awards. 
This strateg}* provides extra fu7ids for research, usually in 
the f fth year, particularly in fields [that J have little extra- 
77iurul support . . . Qustus. Freitiig, and Parker 1987, p. 44). 

Because of a hea\y ser\'icc load that cuts into research time, 
the Lhiiversity of Michigan "has established a development 
fund for junior minority facult\' for the support of research 
proposal development, releiise time, summer institutes, and 
traver* (Frank 1987. pp. 1,2). 
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Macalester, Oberlin, and Wabash colleges have imple- 
mented special research programs for junior faculty members 
that include release time for research and support for summer 
employment (Brakeman 1983)- In addition, the Junior Facult)^ 
Development Fellowship Program of the Florida Endowment 
Fund "aims to help blacks and women who work in disci- 
plines in which they are undenrepresented" (Green 1989, p. 
92). Recipients receive $15,000 to use in supporting activities 
that ^'enhance their teaching and their tenure/promotion sta- 
tus at their home institutions" (p. 93). 

Providing General Institutional Support 

Institutional officials must make concerted and overt efforts 
to develop support s^^stems that will assist minorit>^ or women 
in deciding to make the faculty their career and in ensuring 
their success and retention. All institutions must recognize 
that life-style and family issues affect job satisfaction and pro- 
ductivity'; no longer can institutions maintain the stance that 
what faculty do when they are not at work is of no conv*em, 
and they must provide assistance in a rariery^ of forms to help 
people solve both personal and work-related problems. 

Perhaps academic officials need to take a look at some of 
the corporate benefit programs that now include making tele- 
phone lines available for employees' use in contacting their 
spouses, especially when commuting marriages are involved; 
further, "it would not be outrageous for academic institutions 
to help commuting employees in some ways with travel 
expenses" (Hileman 1990, p. 125). Such vehicles as employ- 
ment assistance for spouses and partners, the elimination of 
nepotism laws and differential salaries, and assistance with 
child care will go far toward ensuring affiliation and retention 
of the v.x)men and minorities who choose to become faculty 
members in a college or university'. 

Employment assistance for spouses or partners 

The first action an institution concerned with attracting and 
retaining women and minority faculty should take is to review 
institutional policies related to nepotism. 

Imtitutiom of higher education have in recent years rein- 
terpreted their antiriepotism policies . . . to better recruit fac- 
ulty and administrators, especially those who must relocate 
Like the private sector, colleges and universities have been 
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governed by antinepotism rules for years. But given the 
national competitioyi to identify and recruit faculty and 
adrnirtistrators, those rules today are all but gone with the 
wind. In fact, some i'lstitutions have made providing for 
the ''trailing spouse" ( the spouse of an individual who is 
a candidate for a faculty position) a recruitment strategy. 
The strategy looks especially attractive to colleges and uni- 
versities interested in diversifying their faculty but faced 
with a declining pool of minority Ph.D.s. Employing the trail- 
ing spouse can offer an effective way of attracting not one 
but two faculty from underrepresented groups {Morgan 
1991, p. 12). ' 

If no positions in the appropriate field are available at the 
same institution, then acaJemic officials should assist in legat- 
ing suitable employment for the spouse or partner of the 
potential faculrv' member. Not surprisingly, women who 
rejected offers of faculty positions at various institutions indi- 
cated that they were primarily concerned about the job offer 
and the accomnuxiation of their family \s needs (Teevan, Pep- 
per, and Pellizzari 1992). Clearly, as dual-career families 
become the norm rather than the exception, institutional offi- 
cials must determine ways to assist couples in finding jobs 
either in their college or university or at an institution in the 
geographical area. "Universities definitely trail industry in 
making such attempts" (Hileman 1990, p. 124); without 
doubt, the institution that does not consider family issues and 
spousal employment will surely be the loser in the fliture. 
"Virtually everyone . . . [agrees] that the single most impor- 
tant problem in attracting and retaining women and minorities 
[is] finding j^ os for mo academics from the same household" 
Oustus, Freitag, and Parker 1987, p. 42). Tlie Family Employ- 
ment Program (FEP) developed by Oregon State University 
is an attempt to help solve many of the problems often 
encountered by dual-career couples. It has resulted in the 
employment of many exceptionally talented facult\', including 
a number of women. "The FEP has three main functions: to 
facilitate and kxate employment opportunities, to coordinate 
position openings and hiring activities for spouses and 
partners of new personnel and to provide resources and re- 
ferrals for companies desiring assistance with spousal empk)y- 
ment" (Stafford and Spanier 1990, p. 39). In addition to a.ssis- 



tance with employment, the institution also provides several 
perks for spouses and partners. 

Spouses arc eligible for library sennces equiralent to those 
of facility^ members, staff parking privileges, and the senices 
of the Career Planning and Placement Office, including 
access to reference materials and advice on resume prep- 
. aration and employment inteniewing hi addition, a fac- 
ulty fellowship is made available to qualified academic 
spouses (i.e., generally those with terminal degrees in their 
fields). These fellowships, which carry a minimum onetime 
stipend of $12,000 plus fringe benefits, provide a part-time 
salaried appointment for one year only ( or nine months 
where appropriate ) {Svdfford and Spanier 1990, p. 41). 

Institutions should improve "job referrals outside faculty posi 
lions" to interested spouses and partners (Brooker- Gross and 
Maraffa 1989, p. ^2). Ser\'ices such as the ones provided 
through the FEP at Oregon State University' pro\'ide evidence 
that the full resources of the institution are available to assist 
women or minorities and their spouses in adjusting to the 
academic climate and in making the transition as eas\' as pos- 
sible for eveiyone in\ oK'ed. 

Salary differentials 

The institution must also decide its stance on abo\*e-market 
salaries for women and minorities (Green 1989). In other 
words, the institution must decide whether it is willing to pay 
a minority or woman faculty member more than a majority 
candidate or even an existing majority faculty- member with 
ecjuivalcnt or more experience. To recruit a candidate acti\'ely 
and then fall short wlien it comes to negotiating salary- is prob 
lematic, and administrators should decide salary issues at 
the outset. 

Child care 

UK^ating top quality, flexible child care arrangements is a 
major problem for women and minority faculty who must 
juggle the responsibilities of being a professional, a parent, 
and a spouse. Institutional officials should thus make every 
eflbrt to eliminate this issue from the prospecti\'e faculty 
member's consideration. College and university officials eithe 
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must provide assistance in locating child care (possibly sub- 
sidizing it) or provide quality, on-site child care for employees 
ar.d students (Sc^an Phillips, and McCartney 1989). 

Most academic women of my generation gare up the phi - 
ilege of child bearing in the inten-sts of their careers. Most 
graduate student women today state that they are unwilling 
to pay such a price: howet'cr, universities hare been unhelp 
fid 10 husband/wife or wife/husband couples and hare 
done little in the area of child care (Stem 1990, p. 52 ). 

Providing Incentives to Diversify the Faculty 

All of the strategies discussed in this section ;ussume a com- 
mitment by individuals in the institution to the development 
and retention of a diverse faculty. All administrative officials 
must clearly demonstrate this commitment, which should 
include "incentives to hire minority faculty through extra fac- 
ulty* slots or additional departmental monies" (Green 1989, 
p, 86). "Awards of positions (PTEs) should be considered for 
departments who identifs' outstanding minority or women 
faculty even when they do not fit a specialty, Tliis strategy' has 
proven the most effective incentive for affirmative action hir- 
ing" Ousius, Freitag, and Parker 198^, p, 14) at institutions 
like the Lniversity of California, the State L'niversirs' of New 
"ibrk, Miami University of Ohio, the Universit\- of VC'isconsin- 
Madison, and Bowling Green State University in Ohio. 

Tlie L'nivcrsit\' of Califcuiia developed its Targets of Oppor- 
tunity' Program (TOP) as one means of increasing the number 
of minorities and women on the faculrv*. Specifically, the pro- 
gram "alkxates an additional position to a department to 
recruit a minority or woman candidate who, while meeting 
accepted academic standards, does not match an established 
position description, Tliis strategy* enables a department to 
seize an opportunity to diversifs* its faculty that might other- 
wise be lost" (Justus, Freitag, and Parker 198':', pp. 38-39). 

Similarly, the SI 'NT system implemented its L'nderrepre 
sented Faculty Initiative, which allows departments to seize 
the opportunirv- to employ minorirv* faculty- when they are 
a\*ailable instead of only when an opening exists. Once hired, 
the individuaPs salar\' is paid by the system and institution 
on a sliding scale over three years; at the end of three years, 
"the institution must provide a vacant te.iure track slot— either 
through an internal transfer, death, contract nonrenewal, or 
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retirement— and the resources for that slot" ("Recruiting 
Minority Facult\'" 1990, p. 1). 

Another plan that institutions can model is the Voluntar\' 
Affirmative Action Plan for Black and Other Minority Faculty- 
that has been in place at Miami Universir\' of Ohio since 1983. 
The plan allows for direct recruitment and hiring of minority 
candidates in instances of historical exclusion or past discrim- 
ination and uses additional tenure track lines as incentives 
for departments to identify African -Americans and other 
members of minority groups for open positions* The plan 
is modeled after the U.S. Supreme Court's 1979 Weber lIgcI- 
sion, in which an employer must identify a conspicuous racial 
imbalance in his or her work force and develop a specific plan 
of action to correct such racial imbalance; further, the plan 
must be temporar\-. lasting only as long as necessary' to elim- 
inate manifest racial imbalance. Under the Voluntar\' Affirma- 
tive Action Plan, a department that previously did not have 
a minority faculty member may fill a vacant position without 
a full search by identifying a qualified African -American or 
other minority candidate as long as the candidate is accepted 
by a majority vote of the departmental faculty. Individual 
departments that decide to participate are eligible only if the 
availability of African-American or other minorities equals one 
or more positions within the department and if they have 
never hired a tenure-track faculty member from the minority 
group. A department becomes ineligible as soon as the rep- 
resentation of African-Americans and other minority faculty 
within the department is equal to their respective availability. 
Miami University also established a diversification fund in 
1981 to help bring women and minorits^ candidates to the 
campus for interviews and to provide salary^ supplements.** 

Recruitment at Miami University^ has been successful; since 
1981. the university has raised the number of African-American 
professors from seven to 33 and the number of African- 
American administrators and professional staff' from 12 to 36. 
Since 1981, women have averaged over 40 percent of all new 
tenurahle faculty hires, and the number of women academic 
department chairs and administrators has increased from 
tv.'o to 12. 



*Gary' Humcr. diavidr of anirniaiivc action. 30 November 1990. personal 
coiiimunitaiion. 

**(iar\' Hunter 4 Aiij^iist 1992. personal communication. 
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The Universit\' of Wisconsin-Madison took various steps 
to implement a plan to increase minority faculty and staff. In 
terms of faculty, the goal established in 1988 was to hire 70 
minority female and male faculty by September 1991, which 
necessitated more than doubling the number of existing 
minority faculty. The universiU' used some of the following 
strategies to create greater di\'ersity on campus. 

L Minorities, whenever possible, replace faculty who retire 
or resign. The institutional goal is to add 15 tenure-track 
junior faculu' each year (for a total of 45 of tiie 70). 

2. For new positions (authorized in tiie 1988-89 state hud- 
get), efforts are made to work with deans and department 
heads to ensure that the recaiitment of minority and 
women candidates receives top priority. Departments that 
have outstanding candidates are assured of the oppor 
tunity to recruit them. Further, research support from the 
graduate school is available for recruited faculty. The insti- 
tution's goal was to add 25 outstanding senior, tenured, 
minority' faculu' by September 1991. 

3. Available positions are u^ed (before hiring is completed) 
to draw male and female minority faculty from other insti- 
tutions as semester or academic-year \isitors while retain- 
ing long-term hiring goals. Tlie goal was to attract at least 
15 such visitors for the 1988-89 acadenvc year ("Tlie Mad- 
ison Plan" 1988). 

M of fall 1991, the university had hired 62 new targeted 
minorin- faculty, of whom 21 were African -American, six were 
American Indian, and 35 were Hi^-panic. Seven African- 
American, nine Hispanic, and three An^erican Indian faculrs* 
were lost to other institutions, retirement, and nonretention. 
Tlius, the net increase in minority faculty was 43. In addition 
to the 62 targeted faculty* who were hired, the uni\ ersity has 
also employed 38 Asian-Americ;in faculty since the inception 
of the plan.* 

By providing restricted funds for hiring minorities. Bowling 
Green State University increased the number of minority fac 
ulu' affiliated with the institution. Specifically, the institution: 
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. . . set ciside $300,000 to assist departments and programs 
in attracting minority^ faculty to the campus. . . . With 
money from the program, college deans and department 
chairs hare the additional resources to attract the very best 
minority faculty. For [1990-91], nine African-Americans, 
two Hispanics, and three Asian/Pacific Islanders joined the 
staff In all, 22 African -Americans, five Hispanics, and 42 
Asian/Pacific Islanders [were] teaching at the university 
fin 1990-91 J CMinonw Faculty Recaiiting" 1990, p. 6). 

Tlie University of Michigan's Target of Opportunity- Fund 
has also been highly successful in the institution s efforts to 
recniit and retain minority facult\'. 

Established in the spring of 1987, the fund makes ?7ioney 
available from the General Fund to departments and units 
with an opportiniity to appoint an underrepresented senior- 
level faculty member, regardless of whether a position is 
open that matches the faculty member's academic interest 
(Seidman 1990a, p. 4). 

In addition to the designation of supplemental positions 
for minorities and women, other strategies have been used 
to support institutional attempts to diversify faculty', such as 
pro\'iding supplemental monies to ensure the competitiveness 
of salaries and ensuring that recruitment captures the attention 
of people from a variety of muliiculiural and multiethnic back- 
grounds. The programs in place at Wayne State University and 
Long Beach City College can be replicated on other campuses. 

Wa\Tie State University sets aside $150,000 annually "to 
assure that incenti\'es would be available to attract talented 
minority faculty and administrators. Any unused portion of 
the annual allocation is used to supplement the Minority Fac 
ulty Research Awards" (Minority' Resource Center 1990, p. 33). 
Known as the Provost's Minority' Faculty Recruitment Fund, 
the monies ensure that competitive offers can be made to 
selected minority candidates. 

Of the newly hired faculty at Long Beach City' College dur 
ing academic year I9B9-90, nearly half were minorities. Using 
funds made a\'ailable by the state, LBCC implemented se\'eral 
new strategies, including the development and di,stribution 
of a publication aimed at minority administrators and faculty. 
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the advertising of positions in publications serving a diverse 
audience, and the garnering of suppon from leaders of three 
local minority organizations ("Recruiting Minorit^^ Faculty'" 
1990, p. 2). Administrators believe that the involvement of 
minority^ leaders in recruitment was the most imponant com- 
munication strategy used; specifically, they said, **the leaders 
made us more believable in the community" (p. 2). 

Clearly, success abounds when institutions make it wonh 
the effort for facult\' and depanment heads to engage in the 
prcxress of recruiting women and minority candidates now 
in the academic pipeline. Consequently, leaders in all post- 
secondary institutions need to determine ways to stimulate 
creative thinking and, without a doubt, must earmark funds 
to ensure the availability^ of positions for minorities and 
women whenever the opportunity^ arises to employ them. 

Summary 

''Unless there is a radical change in how we do business, we 
cannot hope to improve materially the representation of 
minorities on our faculties . . , " (Stem 1990, p. 52). In this 
competitive market for women and minorities, such a radical 
change can be achieved only through the creative deployment 
of resources in conjunction with innovative ways of attracting 
and retaining talented women and minority faculr^^ Clearly, 
some institutions have been successful in increasing the num- 
ber of women and minorities on their faculties, and others 
in the academy should carefully consider the strategies 
they use. While some minimal success has been achieved, 
however, room for innovation and commitment certainly 
still exists. 

To ensure that todays students have an opportunity to inter- 
act with minority and women faculty, institutions can develop 
faculty exchanges or visiting lecturer programs with histor- 
ically minority or women's colleges. They also can consider 
hiring individuals who are nearing completion of a doctoral 
degree but have not finished their dissenation; in addition, 
they can contact individuals now employed in alternative 
markets to determine whether a faculty position is now a via- 
ble career for them. While implementing these vShort-term 
strategies, institutional officials will also have to deal aggres- 
sively with the problem of the pipeline: ( 1) by marketing a 
career in the faculty to young men and women as they make 
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initial choices about a career; (2) by designing opportunities 
for talented high school and undergraduate women and 
minorities to work with faculty to conduct research; and (3) 
by providing full-tuition undergraduate and graduate schol- 
arships, fellowships, and/or assistantships as well as guaran- 
tees of employment after completion of the doctorate to 
women and minorities who agree to enter the faculty. 

Institutional officials and faculty must also be sure that a 
faculty career is attractive to women and minorities and that 
the environment where they work will be conducive to job 
satisfaction and ultimate success. Consequently, networks and 
opportunities for professional development must abound. 
An intricate s^'stem of sabbaticals, release time for research, 
reduced teaching and committee loads, and flexible promo- 
tion and tenure schedules should be in place to ensure that 
minority' or women faculty members can in fact achieve ten- 
ure and full professorial rank, and the institution must be ded- 
icated to developing an environment in which women and 
minority faculty are satisfied with the various facets of their 
work. For example, the institution might need to pay above- 
market salaries to attract targeted women and minorities to 
the faculty'; consequently, it must develop policies regarding 
salary differentials. Moreover, the institution must offer a sup- 
port structure that includes appealing personal benefits as 
well. The college or university, for example, can assist the 
spouse or partner of the faculty member involved to locate 
suitiible employment. Tlie institution should also consider 
either providing child care or establishing referral systems 
to help minority and women facult>^ who need such ser\'ices. 

In the future, institutional officials will be required to pay 
more than lip service to hiring, developing, and retaining 
xvomen and minority faculn\ Unquestionably, the overt and 
consistent commitment of the chief executive will help to 
ensure the success of recruitment and retention Qustus, Frei 
tag, and Parker 1987). "Although colleges and universities will 
var>' in their approach to recruitment and retention of faculty 
of color, any successful effort must start with the institution's 
president ..." (Conciatore 1991, p. 46). No one person can 
cause the massive change needed in higher education, how 
ever Wliile today's faculty must shoulder the major respon- 
sibility' for diversifying the faculty' of the future Qustus, Freitag, 
and Parker 1987), administrators and trustees must provide 
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the resources and leadership needed to succeed. Furthermore, 
women and miriorities in top administrative and academic 
positions must push to see that equity is achieved. 

Only a few blacks are in top-level administrative and aca- 
demic positions in predominantly white institutions. Some 
of these persons may possess a great deal of power, influ- 
ence, and authority. It seems incumbent upon them to uti- 
lize their leverage by virtue of the authority of the position 
occupied to influence decisions in ways that will result in 
greater equity with respect to recruitment, hiring promotion, 
retention, and salary distribution. They should monitor insti- 
tutional records in these areas. They should note any evi- 
dence of race-based ineqtdties and use their authority and 
influence to prevent unfair practices and, simultaneously, 
facilitate equity in recruitment, hiring promotion, and sol- 
ar}' policies . . . (Blackwell 1983, pp. 69-70). 

Unquestionably, everyone involved in postsecondary edu- 
cation must recognize the significant need for and the benefits 
of employing women and minorities in the faculty. "The key 
to an institution's success is making hiring for diversity a real 
institutional priority" (Cooper and Smith 1990, p. 10). Once 
an institution makes a commitment, all parties must work 
together to enhance job satisfaction by ensuring equal oppor- 
tunity in hiring, promotion, tenure, salary, and retention. And 
institutional officials must provide the necessary support to 
create satisfaction with various aspects of the faculty position 
and must help women and minority faculty cope with the 
almost overwhelming demands of having a family and a full- 
time faculty career. 
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